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Professor Sonia Nieto

system in Puerto Rico has been
lack of gender equity.

The projects

in this centralized system have proposed

alternatives to overcome sexism but have not considered
teachers’

perspectives on the problem.

on educational
teachers

Recent legislation

reform recognized the need to

in curriculum change.

involve

The Puerto Rican Commission

for Women's Affairs developed the Project on Gender
Educational Equity aimed towards

integrating gender equity

into the curriculum through teachers'
curriculum change.

in

This study was undertaken to explore and

document the experiences of the eleven
participated

involvement

female teachers who

in the Project.

Using a phenomenological approach three
conducted with each participant.

The background,

experience and the meaning of the experience
explored.

• • •
Vlll

interviews were
the actual

for them were

These elementary school teachers have had experiences
in which the child-rearing and schooling processes,
selection,

courtship and marital

career

relationships have

contributed to the acquisition of the

female roles and the

construction of a view of the self as gendered persons.
They struggled with the attributed roles of woman,

mother,

and teacher.
They confronted several conflicts:
feminism,

need to be subtle,

lack of time and resources,

power of the prescribed curriculum,
established schemes.

rejection of

and subversion of the

They made a conscious effort to

scrutinize the explicit and the implicit curriculum.
also developed strategies to overcome sexism.
need to

include men

They

They felt a

in the whole picture of equity and

struggled with the concept of special efforts towards one
gender.

The definition of equity as equality helped to

reconcile their understanding of gender oppression and the
need to incorporate men in the same picture.
They established a connection between the personal
the professional and
more consciously.

and

felt that they are doing their work

An understanding that they need to work

for equity and that they have been doing reform in their
classrooms was part of their meanings.

They felt that it

the responsibility of the Department of Education to work
for an equitable curriculum.

ix

is

This study has a
implications

focus on critical

issues that have

for initiatives that involve teachers

curriculum change,

in

research and action on gender equity,

teacher education.

x
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CHAPTER I

INTRODUCTION

Educational Reform
The
well

as

debate

"crisis"

of formal education in Puerto Rico,

in other parts of the world,
for educators,

general public.
different

policy makers,

the mass media and the

Several problems have been identified at

socio-economic disparities,

poor physical

conditions,

bureaucratic structures,
programs,

has been an issue of

levels of conceptualization such as:

relevance,

as

lack of

lack of

high drop out rates,

instructional material,

inadequate teacher training

inadequate preparation of students

market and social coexistence,

among others.

for the job
The discussion

of gender issues and inequities based on sex have rarely
been raised as part of the panorama of the crisis

in

education.
These discussions have created the need

for legislative

action to address the above mentioned problems.

The Puerto

Rican Legislature appointed a Commission on Educational
Reform in

1974

educational

that produced a study that described

problems and needs

Reform,

1977;

1990).

The approval

(Commission on Educational

Commission on Integral Educational Reform,

and problems was held

of legislation to address those needs
for several years.

It

is my1 understanding that the

focus on education as

a crisis has underlying assumptions that are
address

in a process of change,

important to

particularly if we look at

change as a natural process of human experience.
the search

for solutions becomes a process

Recent efforts
Since

itself.

in Educational Reform in Puerto Rico

1985 a discussion has taken place

over reforms

Therefore,

in the educational

system.

in Puerto Rico

The Department of

Education has been reviewing and developing curriculum for
different grade levels and subject matters.
change

is based on three

of education,

This process of

integrating principles:

relevance

development of critical thinking and the

teaching of values
In addition,

(Department of Public Instruction,

1987).

the Puerto Rican Legislature appointed a

Commission on Integral Educational Reform that worked for
five years on the development of legislation.

The Organic

Law for the Department of Education was approved in August
1990.

This Law states the public policy of the Department

of Education and provides the administrative
to develop changes

in the public school

infrastructure

system.

^or the purpose of this paper I will use the first
person singular.
This, although breaking with the guidelines
established by the American Psychological Association (APA),
represents a recognition that the researcher is not a neutral
or outside entity in the process of learning and discovering.
However, sometimes the first person plural will be used.
In
such cases, there is an understanding that the author is part
of a collective or it is an invitation to others to become
part of the process.

2

The reform movement

in Puerto Rico has

involved people

from different sectors of the population who have recognized
the need for changes within the school
has

impacted higher education,

system.

Moreover,

it

and particularly the schools

of education of different universities on the Island.
Educators and policy makers have been participating in
conferences,

symposiums,

workshops,

public hearings,

and

congresses with the purpose of defining the problems that
need to be addressed and the means to implement change.
School

of Education of the University of Puerto Rico,

example,

The

for

has engaged in several collaborative projects with

different schools,

school districts and community

organizations aimed towards the
implementation of change

formulation and

(Quintero,

1989).

The Organic Act recognizes the need to integrate
teachers

in the process of change.

happened on a

large scale.

However this has not

It also recognizes the need to

decentralize the system of public education.
Different sectors of the population have been concerned
with issues that need to be addressed through education.
The Commission for Women's Affairs has
equity
well

issues.

focused on gender

Through the effort of this public agency as

as the effort of feminist groups and female

legislators,

the recently approved Law included in the

Declaration of Public Policy states that:
The educational system will provide an
education free of any type of prejudice due
3

to race, sex, religion, political or social
condition. In implementing this public policy
special attention should be given to sex
stereotyping. In the education that we hope
for our students, from the perspective of sex
equity in education, the students will
receive the necessary orientation to enable
them to know, understand and be familiarized
with the development of their bodies to
enable them to be sexually responsible.
(Organic Law of the Department of Education
of Puerto Rico of 1990, § 1.02, Author's
translation).
Although this

is a very progressive statement,

not address the specific problems of sex inequities
schooling process.
defined

In addition,

it does
in the

sex equity cannot be

in terms of sex education,

which seems to be the

intention of the Legislature with the approval of this bill.
On the contrary,

the definition of sex equity in terms of

sex education could lead to reactionary positions and
practices,
and

especially if the mores,

ideological

social

frameworks do not attend to the educational,

and political problems

affected.

underlying assumptions,

faced by those most directly

It could lead to the transmission of

ideological

concepts that make people reject their sexuality and feel
guilty about sex instead of the knowledge,
responsibility embedded
On the other hand,
legislation.

Changes

enjoyment and

in human sexuality.
educational

reform is not a piece of

in the educational

systems depend on a

series of factors that cannot be addressed exclusively
through laws,

rules and regulations.

4

It

is

in the

implementation process where
possibilities will
This

study will

teachers who
Educational

Equity,

Through this
integration
the

and

real

evident.
focus

on the

are participating

curricular change

and

be

effectiveness

experiences

in a

Project

and their efforts

to

of

on Gender

introduce

regarding gender educational

study two main

issues will

of gender educational

experiences

be

equity

of teachers who

are

elementary

equity.

explored:

into the
engaged

the

curriculum

in

curriculum change.

Background
Puerto Rican
parts

since

issues

has

the mid

its

roots

segregation

students
fact

that

there
into

educators

is

there has
still

that

disadvantage
by

an

in

the

are

of the

in the

identification of

and

need to

some

address

levels.

of

In

improvement

traditional

sex equity

a tendency

for

than

is

of

85%

5

figures

sex

of

to go

in which the
In

Puerto

those who

education

economics

Education while men

of the

students

clear.

in business

home

spite

in these

for their

female population

programs

other

career choices made by

educational

been

in

sex equity

The

secretarial),

Department

educators

concerned with

1986 women comprise more

includes

as

overwhelming tendency

completed vocational
that

Problems

70's.

course

at different

fields

Rico,

in

the

as well

of the world have been

issues

sex

of

an health

comprise

(area
careers

around

70%

in marketing and agriculture.
women comprised more than 80%
secretarial

sciences,

comprised around 70%

At the college

level

in

1988

of those graduating from

nursing and social work while men
of those graduating from technological

fields.

In graduate schools by 1988 women comprised more

than 75%

of those graduated

from nursing and education and

men were the majority in engineer

(90.9%),

administration

(62.9%),

science

(Commission for Women's Affairs,

(53.6)

public health

business

(69.4%)

and natural
1991).

This

has had a major impact on the disadvantage of women in
income level.
Studies on sex equity in education conducted in Puerto
Rico have documented the need to integrate equity in the
educational process.
U.S.

After the approval

of Title IX of the

Educational Amendments studies on sex educational

equity proliferated on the Island.
Some of the studies have

focused on the

of sexism in elementary school textbooks

identification

(Yordan-Molini,

1976;

Commission for the Improvement of Women's Rights,

1979)

contributing in this way to document existing bias

instructional materials,
reading.

particularly social

studies and

Other studies have focused on existing bias

counseling materials

(Inter American University,

addition,

some of these studies have

teachers'

and counselors'

in

1981).

identified bias

attitudes towards sex roles

6

in

in

In

(Commission

for the Improvement of Women's Rights,

Inter American University,
However,

the

1979;

1981).

identification of bias has not been the

only area of research.

An important characteristic of the

projects dealing with sex equity has been the proposal
educational

changes and the development of educational

material

aimed at counterbalancing bias

material

and practitioners'

attitudes

in instructional

(Commission for the

Improvement of Women's Rights and Social
Center,

UPR,

Rights,

1979;

1979;

Science Research

Commission for the Improvement of Women's

Inter American University,

American University,

1986;

curriculum

1981;

UPR,

1979;

Rights,

1979).

1988).

is the concern with elementary

(Yordan-Molini,

1976;

Commission for the

Improvement of Women's Rights and Social
Center,

Inter

Inter American University,

Another characteristic
school

of

Science Research

Commission for the Improvement of Women's

In addition,

they have dealt with specific

subject areas within the core curriculum at elementary and
higher education levels

(Commission for the

Improvement of

Women's Rights and Social Science Research Center,

UPR,

1979;

Commission for the Improvement of Women's Rights,

1979;

Inter American University,

in particular,

1988).

In social

the developed material was

studies,

framed in a

perspective

in which history is seen more as a process than

as

facts

isolated

(Commission

for the Improvement of Women's

Rights and Social Science Research Center,

7

UPR,

1979).

Furthermore,

the

instructional material

for social

studies

was developed considering the topics of the existing
curriculum and integrating into it the new perspective
mentioned above.
The target of these research projects has also been
diversified.

The target has been instructional materials

(Yordan Molini,

1976;

Commission for the Improvement of

Women's Rights,

1979;

Commission for the Improvement of

Women's Rights and Social Science Research Center,
1979),
Rights,
1986),

teachers
1979),
students

counselors

(Commission

UPR,

for the Improvement of Women's

future teachers

(Inter American University,

(Inter American University,

(Inter American University,

1988),

and

1981).

These studies have also had some limitations.

First,

the dissemination process has been a major constraint.
Department of Education and institutions

The

for higher

education have not widely used the materials developed in
these projects.
Second,

curricular issues have not been explored in a

diversified manner.

Social

studies,

counseling are the only areas

reading,

math and

in which the curriculum has

been analyzed and changes proposed.

Furthermore,

the

studies have addressed limited levels of schooling.
and social
school,

Reading

science have been emphasized for elementary

while math and counseling have been the

college students.

focus

for

Although counseling is not part of the

8

core curriculum,
educational

it has a tremendous

levels.

impact at all

Middle and high schools have not

received the benefit of these projects.
Third,

these studies have not

focused on the

experiences of teachers engaged in curriculum change
regarding gender issues.

Although the study conducted by

the Commission for the Improvement of Women's Rights
explored teachers'

attitudes towards sex roles,

(1979)

the

conflicts that teachers have about these issues have not
been explored further.
teachers'
an

This approach does not consider the

perspectives and points of view.

"insider look"

of the problems that emerge when dealing

with gender issues
Furthermore,

It does not take

in the classroom.
teachers have not been

involved

in

curriculum change through the projects mentioned above.
Teachers are not seen as educators who
in Puerto Rico.

An initiative to

curriculum development
is necessary.

impact the curriculum

involve teachers

in

is innovative and its documentation

Gender is a controversial

issue

in society.

We need to explore those conflicts at the school

level.

This exploration will contribute to pre-service and inservice teacher education on educational
Moreover,

equity issues.

these studies have not explored curricular

issues which teachers have to deal
strategies that teachers use
topics that they

include

in their daily work.

for integrating equity;

in the curriculum;

9

the means

the
for

The

integrating equity into the curriculum while at the same
time teaching the topics
curriculum;

the ways

included in the explicit

in which they manage the dynamics of

the hidden and the explicit curriculum;
of support,

from the school

the support,

or lack

administration are areas that

need to be explored further.

Educational Setting
1990 the Commission for Women's Affairs has

Since March

conducted a Project on Gender Educational Equity at an
elementary school

in a northeastern town in Puerto Rico.

This town is one of the ten most populated cities
Island with around 180,000
Project

inhabitants.

The goal of the

is to produce curricular guidelines

gender educational
teachers'

integrating

equity into the curriculum through

involvement

in curricular change.

The elementary school
grade public schools
characterized by;

in the

is one of twenty-five

in the Island.

(25)

non¬

Non-grade schools are

promotion of students once they develop

appropriate academic skills

in each level;

teaching of mini¬

courses developed by teachers according to the needs and
interests of students;

and encouragement of students'

participation in school organizations set up by the school
staff.
The school

is located in a middle class neighborhood.

In Puerto Rico school

assignments are based on the area of

10

residence,

therefore enrollment in the school is almost

exclusively of children from the neighborhood.
Teachers from this school participated in a series of
workshops whose purpose was to sensitize them to issues of
sexism and to discuss some general strategies to overcome
inequity.

Afterward,

a group of fifteen

(15)

teachers,

the

librarian,

the social worker and the counselor enrolled in

the technical assistance phase of the Project to work
towards the above mentioned goal.
This study is framed within the context of this Project
on Gender Educational Equity.

The researcher who is the

Director of the Research Unit for the Commission for Women's
Affairs,

the agency that initiated and is coordinating the

Project,

is focusing on the experiences of the eleven

teachers in integrating gender educational equity into the
curriculum.

Statement of the Problems
Initiatives to make curricular changes need to consider
teachers'

perspectives,

backgrounds,

awareness of the proposed changes.

understandings and full
The process of change is

holistic when teachers are involved.

The mere fact of being

in the classroom contributes to develop an understanding of
the realities,

constraints,

conflicts,

possibilities of change.
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and real

In the Puerto Rican context this involvement also
contributes to the empowerment of those who have been
largely left out of the planning and decision making
process.

The public educational system in Puerto Rico has a

tradition of lack of participation of teachers in curriculum
development.
centralized,

The curriculum for the public school system is
uniform and very rigid.

It is developed by

curriculum technicians in the Department's central office
located in the San Juan metropolitan area.

This is the

central office for the public school system for the whole
Island.

For the 1989-90 school year,

the public school

system provided services for approximately 651,000 students.
There were around 33,400 teachers in the public school
system for the same year.

Teachers are supposed to follow

the curricular guidelines designed by the curriculum
technicians and approved by program directors who are also
part of the staff of the central office.

The other

curricular source that teachers have are the textbooks
assigned and approved by the Department's central office.
However,
teachers'

the recently approved legislation promotes

participation in curricular change.

The Law

states that:
In the effective achievement of educational
goals and respecting the autonomy of the
school districts, the Educational Region will
provide coherence to the school districts.
Assuring teachers' participation, the
Educational Region will be responsible for
curriculum revision and design (Organic Law
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for the Department of Education of Puerto
Rico of 1990, §6.06, Author's translation).
In addition,

the studies reviewed for this proposal

point towards the need to develop programs to integrate
gender educational equity into the curriculum.

The purpose

of the Project for Educational Equity is to integrate gender
educational equity into the curriculum through teachers'
involvement in curriculum change.
The purpose of this study is to explore and document
the experiences of teachers who are participating in the
Project for Educational Equity aimed towards the integration
of gender educational equity into the curriculum.
The questions that will be addressed in the research
are:
1.

What are the background experiences of the
participants with gender issues and
curriculum change?

2.

What is it like for the interviewees to
participate in the Project on Gender
Educational Equity?

3.

What strategies do they use in the
integration of gender educational equity into
the curriculum?

4.

What conflicts do they confront in the effort
to integrate gender into the curriculum?

5.

What topics do they include in the curriculum
to integrate gender educational equity?

6.

What is the meaning of this experience for
the participant?
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Definition of Concepts
Gender is the cultural and social construction that
assigns roles to people according to the biological sex of a
person.

It refers "to the emotional and psychological

attributes which a given culture expects to coincide
physical maleness or femaleness"

(Tuttle,

1986,

p.

123).

For the purpose of this study integration is defined as
the inclusion of something new into something that already
existed.

The integration seeks the transformation of what

previously existed.

Integration is not considered as a mere

addition into a body of knowledge that already exists,

but

the development of a new viewpoint that enables people to
see reality from a different position and,

in that process,

contribute to the development of knowledge and to change
existing oppressive conditions that are part of that
reality.
Educational equity,

a term more often used in the

United States than in Puerto Rico,

refers to a planned

effort to provide educational opportunities to a group that
has been historically oppressed whether the oppression is
based on race,

gender,

ethnicity,

class,

physical or mental

disability.
Finally,
content,
meaning.

curriculum could be defined in terms of

the acquisition and development of knowledge and
Curriculum has two components,

the hidden or

implicit and the overt or explicit curriculum.
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The first

one is the subtle way in which knowledge is transmitted and
includes the attitudes,

beliefs and ideology of people

engaged in the educational experience.

The second one

consists of the planned and explicit knowledge that students
are supposed to learn.

Research Design
This study is framed in the phenomenological tradition
for the understanding of the social work.

Patton

(1983)

describes the phenomenological tradition in qualitative
research as one in which the researcher has an active role
in the research process.

According to this author the

researcher does not come with presuppositions,
sets of questions to be asked
199).

(Patton,

1983,

categories or

pp.

45,

198-

At the center of the phenomenological approach is an

interest to know "how the world is experienced" by the
actors

(Bogdan and Taylor,

in Patton,

1980,

p.

The Project started with fifteen teachers,
librarian,

the social worker and the counselor.

45).
the school
Early in

the first year of the Project four teachers dropped out of
the Program due to an overload of school work,
informed to Commission for Women's Affairs'
school librarian,

as they

staff.

The

the social worker and the counselor were

not approached to volunteer for this study because they are
not engaged in curriculum development as a central part of
their experience an important consideration in
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phenomenological research.

Although they organize

activities for the school population and have integrated
gender educational equity,

curriculum is not a central

aspect of their experience.

The remaining eleven teachers

were asked to participate in this study.
school has a few male teachers,
the Project.

Therefore,

study are female.

Although the

none are participating in

all of the participants in this

This is consistent with the trend in

elementary education where the vast majority of school
teachers are women.

By 1988,

for example,

teachers in Puerto Rico were women
Affairs,

85% of school

(Commission for Women's

1991).

These participants represent different grade levels and
subject matters.
third grade,

Three of them,

as teachers of K through

teach all subject matters but English.

science teachers;

Two are

one in fifth grade and the other in sixth

grade.

Another teaches theatre for children in 4th to 6th

grade.

There are two teachers in the special education

program.

One participant teaches English to 6th grade

children and one teaches social studies to fourth grade
students.

The last one is a resource teacher who provides

services to children who need more practice in certain
reading and writing skills.
The structure for the interviews has been adapted from
Schuman

(1982)

by Seidman

(1991).

Schuman worked with a

series of eight interviewing sessions,
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the last one of which

was a group session with project participants.
(1991)

Seidman's

proposal of a series of three interviews in a 90

minutes format was adopted for this study.
In the first interview the focus was on the background
of participants'

experience.

The main question in the first

interview was "How did you come to participate in the
Project on Gender Educational Equity whose objective is to
integrate gender into the curriculum?"

Previous experience

with gender issues and curriculum change were explored
through this interview.

They were asked to reconstruct

those experiences in details.
The second interview focused on the present experience
of the participants.

Interviewees were asked to describe in

detail what is it like for them to participate in this
Project,

what is it like for them to integrate gender into

the curriculum.

Through this interview the topics,

strategies and activities that they conduct in their
everyday experience were discussed.

The goal was for them

to reconstruct and reflect on the constitutive elements of
their experience

(Seidman,

1985,

p.

15).

In the last interview participants focused on the
meaning of their experience for them.

Participants were

asked to discuss the meaning of the experience for their
lives and professional work,

in other words,

the place of their experience in their lives.
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to reflect on

Ten of the participants were interviewed three times
for approximately ninety minutes.

One of them was

interviewed twice for the same length of time.

The

experience with these two interviews were wide ranging and
touched on the topics of the third interview.

Scheduling

problems interfered with the interview process and prevented
me from having the third interview with that participant.
Twenty-five interviews were completely transcribed by
me and seven were transcribed by professional secretaries
trained for this task.

I read the transcripts twice and

marked excerpts that were compelling to me.

From a total of

1,414 pages of transcribed interviews the material was
reduced to 484 pages or 34% of the original.

A third

reading of the excerpts allowed me to categorize them.
Using an inductive approach,

labels were given to excerpts

as they emerged from the material.

Categories were defined

as part of the process to understand the meaning of
participants'

excerpts.

Afterward,
program.

excerpts were filed using a word processing

In this procedure material was reduced again.

Part of the categories were selected and organized following
the same structure of the interview process:
present experience,

meaning.

background,

During the whole process of

selection and labeling of excerpts I kept in mind the
research questions as suggested by Miles and Huberman
(1984) .
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Each category was analyzed separately and matrixes were
developed for almost all the categories.
wrote a memo in which I included:
procedure,

findings,

insights.

After the matrix I

category,

date,

This process also

contributed to making connections between categories and
analyzing in-depth the excerpts of the participants.

It

also helped to incorporate other categories that were left
out during the selection and organization process that
followed the structure of the interview process.

Significance of the Study
This study contributes to the field of gender
educational equity because it documents the experiences of
teachers who are engaged in curriculum change with the goal
of integrating gender educational equity.

Participants in

this study were asked to document their concrete activities
and experiences as they have tried to integrate gender into
the curriculum.
This study contributes to create awareness of the needs
and conditions that enable teachers to engage in curricular
change.

Through the exploration of their present

experience,

the researcher discovered some of the needs and

conflicts of educational practitioners when they participate
in this type of innovative program.
Moreover,

this study constitutes a valuable source for

teacher education programs regarding equity issues.
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Participation in in-service teacher education is an integral
part of the Project in which teachers are participating.
Their experiences in these activities are documented through
this study.
As a study on curricular reform,

it also contributes to

a trend in educational reform in Puerto Rico that calls for
the participation of teachers in the formulation of
curriculum that takes from their experiences as classroom
teachers in direct contact with the population for which
education is aimed:

the students.

By understanding their

experiences and meanings in-depth we would be able to have
some insight into the process of teacher involvement in
curriculum change.

Limitations of the Study
Most of the projects on educational equity conducted in
Puerto Rico have been conducted in elementary school
settings.

The researcher recognizes the need to conduct

projects on educational equity at other school levels and to
explore the experiences of teachers and students in those
contexts.

However,

in the selection of the school the

Department of Education submitted only two elementary
schools to chose from.
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The former Secretary of Education,
Moya2,

Dr.

Jose Lema

had stated that the priorities of his administration

were elementary schools.

Understanding that every level is

important for gender projects,

the Commission for Women's

Affairs accepted the proposal to conduct the Project in one
of these two schools.
Program,

Mr.

schools.
staff and,

The Sub Secretary for the Regular

Primitivo Medina,

selected two elementary

These schools were visited by the Commission's
according to stated criteria such as teachers'

interest and school director support,

this elementary school

was selected for the Project.
Spanish is the main language in Puerto Rico.
a growing number of the population is bilingual
English),

Although

(Spanish and

especially those who lived in the United States

for certain periods in their lives,
population is Spanish dominant.
issue of debate,

the majority of the

This topic has been an

since the United States took over the

Island as a colony in 1898.

These debates have also taken

place at the educational level because it had an impact on
decisions regarding the language of instruction.
This study was conducted in Spanish,
which participants feel more comfortable.

the language in
Nevertheless,

excerpts from the interviews are translated to English which

2When the first draft of the proposal for this study was
written, Dr. Jose Lema Moya was the Secretary of Education of
Puerto Rico.
He resigned in 1991 and Professor Celeste
Benitez was appointed for the post.
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is the language

in which I need to share and display the

results of the research.

I

recognize that translation of

the material will have an impact on the meaning of the
research for me as the researcher and for the readers of the
study.

This

issue will be discussed later.

to recognize that this

For now I need

is a major limitation on the study,

particularly in the discussion of the excerpts and the
meaning that the reader will make of those excerpts.
Each participant has had different levels of
participation in the Project.
all the groups'
In addition,

sessions,

Some of them have attended

meetings,

workshops and seminars.

they have produced written material to document

their experiences such as lesson plans,
drills,

short stories,

among others.

exercises and

However,

other

participants have just attended all or some of the sessions,
but have not produced written material.

Therefore,

experience of each one of them is different.

the

It is

important to emphasize that the purpose of this research

is

to explore and document the experiences of Project
participants.
participants
shared in the

The diversity in the experiences of the
is an asset,

particularly if the material

form of profiles or vignettes.

However,

order to protect the privacy of the participants,

is
in

the

results will be shared according to their thematic
connections.

This becomes,

then,

study.
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a major limitation of the

This study is

framed in the context of a major project

in which different organizations have various
participation.

levels of

Their participation has also varied at

different stages of the Project.

The impact of the Project

to each organization is also different.
purpose to evaluate the

It

is not my

impact of the Project on the

different components or individuals who have participated
the Project,

including the students.

to evaluate the

impact of the Project

has been the task of the Projects'
which I am a part.

not

the setting or,
In summary,

it

2)

in the teachers.

That

Evaluation Committee of

experiences.

Therefore,

is:

1)

the reader

relevant to the description of

relevant to participants'

I do not intend to explore what

experiences.

is

it like

for

components or groups that has been impacted by

project participants
in the Project.

I

(such as their students)

intend to explore what is

teacher to participate in the Project,
implies,

interest

find in this paper information about the other

components unless

Projects'

it my

My particular interest is to explore and

document participants'
will

Nor is

to

integrate gender issues

to participate
it like

for the

which basically

into the curriculum.

It is neither my intention to address all the
limitations of previous studies conducted
It

in

is rather,

in Puerto Rico.

to understand the context of participants'

experiences,

explore their conflicts,

experiences,

and make meaning of their whole process of
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document their

personal

and professional

change.

In that process I will

make meaning for my own personal and professional

life.

Readers are invited to make their own meaning and to
transform that meaning into action.
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CHAPTER II

REVIEW OF LITERATURE

Introduction
Since the decades of the 70's and 80's sex educational
equity has been a concern for educators as well

as other

professionals and activists

The struggle

for equity
different

for social change.

inherited from the 60's has made an impact on
institutions and

in society in general.

Although the root of this struggle is not
certainly different social
women's liberation,
nationalities,

issues such as civil

the Vietnam War,

among others,

in the

60's,

rights,

demands of oppressed

converged during those years.

These movements were instrumental

in the approval

of

different laws and regulations aimed towards the elimination
of existing conditions of discrimination.

It was recognized

that oppressed groups were entitled to particular means to
deal with the conditions that foster discrimination against
them.
In terms of education,

there were several bills passed

in state legislatures and in the U.S.
al.,

1985).

Congress

(Schumuck,

Among them the Title IX of the Education

Amendments approved in 1972.

This amendment states that:

No person in the United States shall, on the
basis of sex, be excluded from participation
in, be denied the benefits of, or be
subjected to discrimination under any
education program or activity receiving
federal finance assistance... (Title IX,
1972).

et

Although Title IX prohibits sex discrimination against
both sexes,

women have traditionally received the burden of

sex discrimination in society.
This chapter will review the available literature on
the

integration of gender educational equity into the

curriculum.

The focus of the chapter will be on the issues

of sexism in the curriculum and the strategies developed to
overcome those problems.
literature

is

Although most of the reviewed

from the United States,

the experiences of

other countries will be reviewed in order to understand the
experience of Puerto Rico which is the ultimate goal of the
dissertation.

Those countries are Spain,

Korea,

as Puerto Rico.

as well

Costa Rica and

A relationship between the

explicit and the hidden curriculum on one side,
private and the public spheres of the society,
side,

will be established.

conceptualize the issues,

and the
on the other

This relationship will help to
to state a proposal

different approach to curriculum,

for a

and to structure the

chapter.
In the case of Puerto Rico the legal base for sex
equity is precisely the Constitution,
Bill

of Rights

approved in 1952.

included in Article II of the Constitution

states that discrimination based on race,
birth,

social condition,

prohibited.

The

Furthermore,

political

sex,

or religious

place of
ideas

is

the Constitution states that the
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system of public education

is responsible

for incorporating

the principle of equality in the educational process.
Once Title IX was approved,

different projects were

developed and sponsored mainly by the Women's Educational
Equity Act Program

(WEEAP).

These projects have contributed

to shaping the meaning of sex equity in education in the
United States.

The wide variety of projects have dealt with

administrative policies,
educational materials,
education,

counseling,

vocational education,

extracurricular activities,

among others.

For most of them the goal

physical
is to

eliminate sex role stereotypes and sex segregation while
encouraging women to participate
Therefore,
related to the

in non-traditional

fields.

the meaning of the concept is closely
issues of access and treatment.

Questions

that have arisen from this perspective are whether women
have access to education,
traditional careers,

whether women have access to non-

whether the career counseling services

have provided for students to broaden their opportunities
and to attain their "full
of sex"

(Schau & Tittle,

individual potentials regardless
1985,

p.

78),

whether educational

materials present women in stereotyped and inferior roles.
Once the problem is defined in terms of access and
treatment and is

identified in the educational practices of

the

the role of these projects

institution,

is to develop

different strategies to help women participate and be part
of the mainstream.

However,

the lack of power of the
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oppressed is seldom identified as the root of the problem.
The other side of the coin,
society,

women's contributions to

perspectives and experiences have not been part of

the picture

in the effort to achieve educational

equity.

It is within this context that the concept of gender
helps to

frame the discussion.

socio-cultural
to exist,

Understanding gender as the

framework in which people of either sex learn

learn their way of been and of being,

their subjective and objective identities,

or acquire

provides a more

accurate category to analyze the other side of the coin.
In the

1970's women's studies programs were developed

and implemented in institutions
United States.

for higher education in the

These programs contributed to focusing the

discussion of inequity within the category of gender.
Drawing
bring

from women's experiences,

women's studies programs

into question this other side of the coin.

Questioning the mainstream,

the power relations,

ideology of the patriarchal

society and the androcentric

construction of knowledge are some of the

the

inquiries that

women's studies program bring into the discussion.
However,

the dichotomy presented by the two sides of

the coin needs to be connected.

It

has two faces and multiple angles.
access to non traditional

fields,

is only one coin which
Women need to have

and to break the barrier

of the public realm and infuse into it the experiences that
they bring from the private and domestic life.
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That

infusion will

result

in a change of both the public and the

private spheres.
Education is certainly one of the fields that needs to
be analyzed within the
spheres of the society.
women.

framework of the public and private
It is traditionally a work of

Women comprise the majority of professionals

field of education,

in the

although the higher the hierarchy the

lower the representation of women.3

The majority of women

who selected education as a profession are concentrated
the lower status positions.
are seen as

These positions pay less and

inferior in terms of status and social value.

The possibilities of making decisions
the

in

in these positions and

intrinsic power that the decision making process

provides to the

individual

or group is absent or does not

have a wide impact in society.
To question the power embedded in the decision making
process at the higher levels of formal education is one of
the

issues that comes up in connection to women's

perspectives and experiences.

What happens to the power and

authority that teachers have or develop
experiences

in the classroom?

in their everyday

What are women's

3The
statistical
report
about
women
and
education
prepared by the Commission for Women's Affairs (1991) points
out that for 1987 62% of the school district superintendents
in primary and secondary education are held by men while
around 80% of teaching positions are held by women.
It is
interesting to point out that the figures for 1982 on the same
administrative positions in the United States as reported by
Shakeshaft (1985, p. 125) is 98.2%.
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contributions
context?

in that process?

How is power defined

How does the power of education change when

oppressed people are more represented on it?
power embedded

How does the

in the upper hierarchies of education change

when women are represented?
conflict

in this

How are authority and care

in the everyday experiences

in the classroom?

in
How

is the curriculum defined and organized by educational
practitioners which are overwhelmingly women?

How is

it

defined by educational bureaucrats who are overwhelmingly
men?
and

These are some of the
for which the

issues that need to be discussed

image of the two-sided coin can provide

insights to understand this complex process.
It

is not my intention to address all these

this chapter,

in

although we need to recognize that they are

part of the whole picture of

inequity.

them in-depth we need more time,
reflection.

issues

However,

to women and teaching.

In order to discuss

space and collective

I will review some literature related
In addition I would like to draw a

connection between the public and the private spheres on one
hand,

and the curriculum on the other.

provide a rationale
is

The purpose

is to

for the main topic of this chapter which

integration of gender educational

equity into the

curriculum.
Scholars define the public realm as one

in which males

are developed and in which they develop the concept of
masculinity,

it

is the visible sphere of production,
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public

activity,
power

culture and formal speech.

(Stimpson,
As Green

It is the domain of

1983).

(1985)

states:

...It is a sphere frequently conceived in
formal terms, often regarded as in some
manner timeless, ahistorical... in which
persons seen to be rational agents guide
themselves according to objective, rational
principles of morality (Green, 1985, p. 34) .
On the other hand,

there is the private sphere which is

conceived as the women's world.

It is the sphere of

reproduction,

of private and domestic activity,

of nature

and nurture.

It is the domain of love

Nevertheless,

the mere existence of this sphere,

(Stimpson,

hierarchical value system is seen as inferior,

1983) .
which in a

is evidence

of the oppression of those who are supposed to dominate this
sphere.

Additionally,

oppressed,

within this sphere women are also

making it clear that women do not dominate this

sphere.
These two worlds are closely related and interdependent
but are still seen as separate spheres.

Both men and women

participate in the private or domestic spheres of the world,
each one bring the experience from the sphere in which they
are socialized or that has been adscribed to them.

This

experience is permeated by the oppression of women in both
spheres.

People who are concerned with equity need to

understand these two worlds and to develop strategies to
make them come together,

to break the wall that force them

to be two separate spheres of the same world,
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to integrate

women into the sphere of power.

This integration will

provide a base for the re-definition of power itself.
also need to be integrated to the private sphere.

Men

This will

provide a space for the transformation of human relations.
The mere participation of one gender in the sphere which has
been denied to them will not constitute the base for a
transformation.

Integration into the other's,

and

understanding of the meaning of the other's experiences
provides an appropriate ground for an equitable world.
other words,

the goal is to integrate the public and private

spheres into the same world,
women.

In

a world shared by men and

This does not necessarily mean that the experiences

and meanings developed in the two spheres,

particularly the

sphere in which women participate more often,
be phased out.

are going to

It is precisely the meaning of those

experiences that is the base for integration.
In terms of formal or institutionalized education it is
important to emphasize the curriculum.
defined in terms of content,
of knowledge and meaning.

Curriculum could be

the acquisition and development

Tanner and Tanner

(1980)

citing

Scheffler stated that a frequently used definition of
curriculum is "the totality of experiences of each learner
under the influence of the school"
p.

5).

(Tanner & Tanner,

1980,

After discussing several definitions of curriculum

the authors proposed to define curriculum as:
...that reconstruction of knowledge and
experience, systematically developed under
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the auspices of the school (or university),
to enable the learner to increase his or her
control of knowledge and experience (Tanner &
Tanner, 1980, p. 38).
Nonetheless,
side,

there

the curriculum is also two fold.

On one

is the hidden or implicit curriculum while,

the other side,

is the explicit or overt curriculum.

overt curriculum is the sphere of recognized,

The

planned and

rational knowledge in which women are seldom included.
is very powerful.
knowledge
knowledge,

the accepted

Therefore,

it

As part of that accepted

ideology is also transmitted.

is the means to transmit the

ideology of

The hidden curriculum is aimed towards the

affective component of human experience.
of values,

It

Through this curriculum the accepted

is transmitted.

dominant groups.

on

assumptions,

and attitudes.

It is the sphere
The hidden

curriculum is the subtle manner in which the androcentric
view of the world and the hegemonic ideology* are

*The concept of hegemonic ideology was developed by the
Italian political theorist Antonio Gramsi in the 30's.
He
stated that society, comprised by different social classes, is
dominated by the ideology of the ones who possess the economic
power. The dominant ideology is called by the author hegemonic
ideology.
This view of ideology, which is defined as the
false conception of reality, has its roots in marxist thought.
Monserrat Moreno (1986) discusses the concept of androcentrism
in
similar
terms.
Andorcentrism
is
defined
as
the
understanding of the world from the point of view of men.
The
author states that androcentrism and ideology are different.
Ideologies change depending on the social group who have the
economic power,
androcentrism is more stable,
it has not
significantly changed in written history.
Men are still the
center.
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transmitted and in which the internalized oppression is
expressed.
Goodlad

(1984)

defines these concepts

in the

following

terms:
By explicit curriculum I mean the curriculum
conveyed through the curriculum guides pre¬
pared for teachers, the array of courses
offered by schools, the topics listed for
these courses, the tests given, the teaching
materials used, teachers' statements of what
they are trying to teach their students or
have them learn, and the like.
The so-called
extracurriculum of games, sports, clubs,
school newspapers, student governance, and so
on, is also considered here to be part of the
explicit curriculum.
By implicit curriculum I mean all those
teachings that are conveyed by the ways the
explicit curriculum is presented -emphasis on
acquiring facts or solving problems, stress
on individual performance or collaborative
activities, the kinds of rules to be fol¬
lowed, the variety of learning styles encou¬
rage, and so on.
The implicit curriculum
includes also the messages transmitted by
both the physical setting for learning and
the kinds of social and interpersonal rela¬
tionships tending to characterize the
instructional environment (Goodlad, 1984, p.
197) .
Giroux

(1983)

makes a thorough analysis of different

perspectives of the hidden curriculum.

According to the

author the traditional perspectives of the hidden curriculum
assume that education is
existing society.

important in the maintenance of

Traditional approaches are concerned with

describing the modes in which values and norms are
transmitted and the role they play in the socialization
process.

The author criticizes these approaches because

they lack the understanding of the relationship between
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schools and the larger society.

The liberal

hidden curriculum is connected by Giroux
on gender and education.

approach to the

(1983)

with studies

This approach focuses on the means

that the schooling process uses to socialize and track
students according to their race,
(1983)

gender,

and class.

Giroux

points out that

Excluded from this perspective is the insight
that gender discrimination may have a
material power base outside the school, and
that the resolution of such discrimination
may be more than an ideological problem
(Giroux, 1983, p. 52).
The last perspective that the author discusses
radical

approach to the hidden curriculum.

is the

This approach

focuses on the political economy of schooling.

According to

this approach the purpose of schooling is to perpetuate
class,

gender and racial

stratifications,

interests of the capitalist economy.

thus

it serves the

The author also

criticizes this approach because it is one-sided and it does
not account
author,

for the active role of human beings.

finally,

calls

The

for the re-definition of the hidden

curriculum and for the discussion of it as a central

concept

in the development of curriculum theory.
For the purpose of this chapter,

the explicit and the

hidden curriculum are understood as part of the traditional
curriculum,

both are part of the superstructure which is

dominated by men.

The

first one,

because

it belongs to the

public sphere and the second one because it is the covert
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manner in which the patriarchal society expresses and
transmits its ideology.
The hidden curriculum is not widely recognized,
although efforts to achieve sex equity in education point to
the hidden curriculum as part of the educational process
that contributes to women's oppression.

Even when efforts

to achieve educational equity points to the explicit
curriculum,

they point towards the subtle forms in which

that curriculum portrays an image of women as inferior.
In order to achieve gender educational equity we need
to integrate the insight that come from our understanding of
the hidden curriculum into the overt or explicit curriculum.
We need to develop strategies to integrate women's
experiences from the private sphere into the overt
curriculum.

We need to break the dichotomy that is

represented by the two faces of a coin,

on one side the

private sphere and the hidden curriculum,
side,

and on the other

the public sphere and the overt curriculum.

We need

to gain equity through the powerful overt curriculum by
unfolding the hidden curriculum and through the
transformation of the overt or explicit curriculum.
stated before,

As

it is only one coin which has two faces and

multiple angles.

Educational equity cannot be content with

a critique of the hidden curriculum or with existence in the
private sphere of society.

It also needs to go to the

fields of power and to transform them.
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Practitioners
concerned with

in the

'how to'

the change concrete

field of education are often

bring about change,

'How to'

make

in terms of a defined objective.

The

discussion of such complex issues makes
point out the concrete

(behavioral)

it difficult to

objective and to come up

with strategies to achieve the stated objective.
we have defined the objective:

However,

to integrate gender

educational equity into the curriculum.

At this point we

are not referring to sex educational equity because the word
sex points to the biological difference between men and
women that nobody is denying.
have stated

(Tutle,

1986),

But,

as some scholars have

biology is not destiny.

The word

gender recognizes the need to bring to the curriculum the
experiences of half of the world's population,

experiences

that are diverse and different.
In the sex-gender system the scholar seeks to
understand how the biological nature of
humankind (procreation, reproduction,
secondary sex characteristics, and visible
biological differences between the sexes) is
transformed culturally and socially (Gappa &
Pearce, 1980, p. xiv).
In addition,

we are referring to educational equity

because it implies a conscious effort on the part of
educators to address the needs,

interests,

experiences and

perspectives of the diverse half of the words'
Finally,

we are referring to integration into the

curriculum because we recognize the need to
part

population.

into the whole,

to combine,
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to connect,

incorporate a
to make

available to all
component of

(men and women),

[the curriculum]"

to make

it an

"integral

(Slater & Cibrowski,

1987,

p.

3) .
The next part of this chapter will

review literature

that points out issues of educational equity for women.
Afterwards,
examined.

some strategies

for educational

equity will be

Recognizing the role of women in education I will

briefly focus my attention on the literature relevant to the
topic of women and teaching.
educational

Understanding that sex

equity does not account for the experiences of

women I will turn my attention to women's studies programs.
These programs provide the base for curriculum
transformation projects that have been conducted in the
United States

in the last decade.

Finally,

I will draw some

conclusions and highlight some issues that need to be
discussed,

particularly in the context of Puerto Rico.

I would like to end this section with a quote
Rhoda Dorse,
audience

President of Goucher College.

in the conference

Women and Men:

Models

from

Addressing the

"Towards Equitable Education

from the Last Decade",

the author

said:
The core curriculum of the 50's was fashioned
for predominantly male G.I.'s returning from
World War II ...a new core needs to build on
the lessons of diversity and difference of
the last two decades and respond to the needs
of today's students (In Schuster & Van Dyne,
1983, p. 17).
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for

I will

add that in this process of

integrating gender

into the core curriculum there must be a dual
transformation,

the transformation of the curriculum and the

transformation of men and women who build it and for whose
needs the curriculum is developed.

Educational equity and women:
The Experience

Defining the Issues

in the United States

Educational researchers

in the United States have

widely documented the need for educational

equity through

different studies about educational materials and practices.
One of the areas

in which the research has

instructional materials,

focused

particularly textbooks used in

elementary and secondary school

settings.

In a study conducted by Frasher and Walker
authors analyzed the main characters,
roles

is

(1975)

occupations,

the

adult

in the family and children's activities presented in

textbooks

for first and second graders.

They found that

women were portrayed in traditional and stereotyped roles
and that women's representation in the workforce was lower
than their real participation
women
37%).

(the books showed just 7%

of

in the workforce while the real participation was
Furthermore,

males were represented in a wider

variety of occupations
just 11 occupations.

(58)

while women were depicted in

In addition,

the majority of the main

characters on the stories were males
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(196 males main

characters and 52 females main characters).

Furthermore,

girls were portrayed more often in quiet activities

(163)

while the activities for boys were repre-sented as active
(242) .
Considering that 90% of learning time in schools
involves the use of instructional material such as
textbooks,

films,

Scott and Schau

tapes,

(1985)

computer software and so forth,

discussed the literature on sex bias

in instructional materials and pointed out six findings
about the topic:
Evidence presented in this chapter highlights
six findings about instructional materials of
significance to educators:
(1) sex-biased
language in materials distorts pupils'
perception of reality; (2) sex-equitable
materials expand sex role attitudes and
knowledge about sex roles; (3) sex-equitable
materials increase motivation to learn; (4)
sex-equitable materials influence
comprehension; (5) many commonly used
materials are sex-biased (Scott & Schau,
1985, p. 219).
As these authors pointed out,

sex-biased materials may

be harmful for children's development while sex-equitable
material may contribute to children's positive development.
Likewise,
and Sadker

Gollnick,

(1985)

Sadker & Sadker

(1982)

and Sadker

described six forms of bias in

instructional material.

These are:

invisibility,

stereotyping,

unreality,

fragmentation,

imbalance,

linguistic bias.

and

Invisibility refers to the omission in the

textbooks of women's participation in society and their
contribution to human history.
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According to the authors,

by

counting the number of male-centered and female-centered
stories,

males and females in illustrations,

women and men

in occupations and men and women biographies,

it is possible

to make an assessment of this kind of bias.
Stereotyping implies that generalizations about women
based on gender are portrayed in the material.

Male figures

are portrayed as performing a set of behaviors,

values,

and

roles while females are portrayed in another set of
characteristics.

The stereotype is rigid and does not

account for diversity.

In addition,

figures are considered more valuable,

the attributes of male
important,

desirable

and positive.
Fragmentation is the isolation of information about
women and minorities in the instructional material.

Another

form of fragmentation is when these groups are depicted as
interacting exclusively among themselves and not as they
have contributed to the society.
Unreality occurs when instructional materials show
information that does not represent reality.

For example,

when women are portrayed in textbooks as comprising a lower
percentage of the workforce than what they really comprise.
Unreality is depicted when textbooks or other instructional
material fail to reflect the changing nature of men's and
women's roles.

The lack of representation of non-

traditional families in textbooks,
huge number of families,

even when they comprise a

is a vivid example of this type of
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bias.

The lack of discussion of controversial issues and

real social issues in the curriculum transmits the
underlying message that students need to learn the "ideal"
models even when it is not relevant for them.
Linguistic bias occurs when instructional materials use
the generic men as referring to humanity.

It is frequently

used in instructional materials about occupations and
careers with the subsequent implication that women go to
certain fields while men go to other fields.

It is also

presented when women are mentioned in their relation to men,
instead of portraying them for their own value.

Stories

that present a male character such as the fisherman and
refer to the female figure as his wife are clear examples of
this type of bias.
Finally,

imbalance or selectivity refers to the lack of

discussion of women's issues and needs in the material,
particularly textbooks.

It is depicted when textbooks

present only one interpretation of an issue.

By selecting

just one side the "textbooks distort reality and ignore
complex and differing viewpoints"

(Gollnick et al.,

1982,

p.

73) .
These six categories have been widely used in the
development of guidelines for evaluation of instructional
materials in different subject matters.
for example,

Straumanis

(1979),

focuses on linguistic bias in instructional

materials and in verbal communication in classroom settings.
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Social studies textbooks have been documented to be biased
against women in terms of invisibility and stereotyping
(Hann & Bernard-Powers,

1985).

Career and vocational

education materials tend to portray stereotyped and
fragmented images of men and women which reinforce the
segregation and channelling of the textbooks

(Krisof,

1975).

Bias against women in children's books is not unique to
formal education.

Nilsen

children's literature.

(1975)

has documented bias in

This author found that the

representation of female characters in selected children's
books has decreased from 46% in 1951 to 26% in 1966.

She

concluded that girls and women are losing rather than
gaining a place in books.

On the other hand Minuchin

(1975)

address the issue of the role of the home environment on sex
role and sex typing.

This author conducted a study with

children from traditional and modern families who were
placed in modern and traditional schools.

Modern families

and schools are defined as having open conceptions of sex
appropriate roles and behaviors.

The author concluded that

the family seems to be more influential in the development
of sex roles and sex typing.

Berrio

(1978)

also points

toward the influence of the social environment outside of
school.
These studies reflect that bias against women in
instructional material is also a mirror of bias against
women in society in general.

Nevertheless,
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to counteract

this trend it is imperative that educational materials
depict non-sexist views of human beings,
Feminists Children's Media

or,

according to

(1975):

...a non sexist portrayal would offer the
girl reader a positive image of women's
physical, emotional and intellectual
potential -one that would encourage her to
reach her own full personhood, free of
traditionally imposed limitations (Feminist
Children's Media, 1975, p. 212).
There is a close interaction between the changes in the
images portrayed in books and changes in the society in
general.

If books portray women in a fair,

stereotypical,

non segregated,

non

and more realistic manner,

the change in the society will be towards a gender balance
society.
In addition to instructional materials,
related to overt curriculum,

which are more

but through which the sexist

content of the hidden curriculum is transmitted,

scholars

have documented the lack of equity in educational practices
fostered by the classroom and school organization and
climate.

Although these areas are also part of the

curriculum,
therefore,

their impact is more subtle and less intended,
the hidden curriculum plays an active role.

Lockheed and Klein

(1985)

has analyzed this topic in

terms of interpersonal inequities in coeducational classes.
She divided them into three major categories:
segregation,

sex

sex inequities in teacher-student interaction

and sex inequities in peer interaction.
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The first one

threatens the development of cooperative education between
the sexes and it

is characterized by the active verbal

behavior more often shown in males,

their influential

and

leadership roles and their task oriented behavior as opposed
to social-emotional

acts carried out by females.

discusses sex segregation as a
process

The author

function of the socialization

in which both sexes learn segregated roles very

early in their lives.
In spite of the complexities of the topic of teacherstudent

interaction and the

this matter,

inconclusive evidence regarding

there are several

studies that support the

hypothesis that the interaction between teacher and students
is a

function of student's gender and,

teacher's gender seems to be
Some of the
(1985)

in some cases,

the

influential.

findings discussed by Lockheed and Klein

are:
boys receive more disapproval contacts than girls;
boys receive more praise and more criticism than
girls;
boys receive more direct teacher questions than
girls;
the ideas of boys are used more often in classroom
discussions;
teachers check boys work more often and help them
more;
boys

initiate more contacts with teachers;

girls receive less praise for correct answers;
boys are praised for participation in academic
activities;
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girls receive more negative feedback on the
intellectual quality of their work;
girls receive more criticism for their lack of
knowledge or skill;
boys receive more negative feedback when the task
is to move from one activity to another;
girls are targets of teachers'
often;

commands more

teachers tend to devalue the work of females and
foster female's dependency by solving problems for
them while explaining how to solve a problem to
boys.
In addition,

the author reported that

female students are

victims of sexual harassment more often.
were discussed by Hall

(1982),

Similar findings

but this time the setting was

higher education in which student-teacher interaction have
been confounded with teacher sex and subject matter.
other words,

In

it is not clear to what extent variables such

as teacher's sex and subject matter influence the results of
the studies.
The third category discussed by Lockheed and Klein
(1985)

is peer interaction which,

represents
classroom.

according to the author,

29% of the experiences of children in the
The author reported that peer interaction is

characterized by lack of cooperation,

male dominance,

often response by boys to boys than to girls,
active and

influential behavior of boys

Similarly,

Hall

(1982)

more

and more

in group activities.

reported that at the college level

women students are ignored more often by male students,

and

are subject to stereotypes on the part of other students.

46

Other authors

in the United States have stressed the

of the classroom climate

in creating an environment that

promote

inequity rather than equity

Pearce,

1980).

Whereas the

impact

(Barry,

1975;

Gappa

&

findings at the college level points toward

the confounding effect of subject matter

(at this level

career selection is segregated by sex due to the
socialization process

in which school plays an active role),

the problem of inequity in classroom environment is similar
(but not

identical)

However,

in all

subject matters.

mathematics and the natural

particularly interesting in terms of
the classroom climate because
underepresented and there
of aptitude,
matters.

attitude,

In addition,

sciences are

issues that arise

in

in these subjects women are

is a shift in adolescence

in terms

and achievement in these subject
these are fields of power,

of

scientific knowledge and part of the public spheres of the
society mentioned before.

Therefore,

it is

important to

broaden the discussion and to include other issues about
women,

mathematics and the natural

sciences,

besides the

ones related to classroom climate.
It has been demonstrated that the mathematical
abilities of male students are higher than the mathematical
abilities of female students
spatial

skills.

in terms of reasoning and

On the other hand,

readers and lack verbal

abilities.
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males are seen as poor
Douglas

(1983)

seemed to

proved the hypothesis that there are sex differences in math
and reading avoidance among children and that this behavior
appears early in school age children.

Again,

math is

avoided by girls while reading is avoided by boys.
The relationship between verbal ability and spatial
ability with math achievement has not been conclusively
established.

Furthermore,

the research has not considered

the influence that training in math related skills has in
math achievement scores of girls and boys.
difference,

In addition,

the

which has been found to be less significant in

recent research,

does not account for career selection

patterns in those professions for which math ability is
important,

such as engineering

Therefore,

models,

It is important to consider,

the impact of socialization patterns.

parents and teacher's expectations,

manipulation of toys,

of subject matters

for
Female role

experiences in

parents and teachers encouragement,

independence training of boys,

self confidence,

sex typing

(particularly math and science),

perceived value of math,
participation,

1985).

there must be other factors that contribute

to this situation.
instance,

(Linn & Petersen,

sex patterns in course

and math anxiety reported by sex have been

discussed as plausible explanations for sex differences in
math

(Stage,

et al.,

1985).

As these authors stated

"...socializers have a powerful influence on students'
academic choices"

(Stage,

et al.,
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1985,

p.

246).

It is important to point out that these socialization
patterns are closely related to classroom climate,
particularly teachers'

expectation and encouragement,

participation, modeling,
others.

among

There is evidence that teachers have more

interaction with boys,
instruction,
others,

and independence training,

course

provide them more praise and formal

especially in math and science

cited in Stage,

equity in math,

et al.,

1985).

(Bean and

In order to achieve

it is necessary to pay attention to the

environment in the classroom.
In terms of natural science,
discussed in math also apply.
careers in science.

Math is the pathway to

But science is also seen as the field

that develops knowledge.
to develop knowledge?

the factors previously

What are the necessary conditions

What role do objectivity and

subjectivity plays in the development of knowledge?

What

are the contributions of women's experiences and
perspectives in the development of knowledge?

To what

extent are women and other oppressed groups channeled to
applied sciences rather than to science as a knowledge
builder?

These are other topics that have been addressed in

the study of women and science which are more related to
gender equity than to sex equity.

I will discuss them

further in the discussion of the contributions of women's
studies programs.
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Another component of educational practices and the
hidden curriculum that fosters inequity is classroom and
school organization.

In terms of staffing it is widely

known that leadership positions in education are held by
men.

These role models have an impact on students

perception of their future.

Additionally,

students have

been historically channelled into sex-segregated courses in
vocational education and sports
Farmer,

et al.,

1985).

Schools'

(Geadelman,

et al.,

1985;

organizations and

extracurricular activities are also segregated and women's
leadership is not fostered or developed
1985).

Teachers'

(Lockheed & Klein,

strategies do not include cooperative

education which seems to appeal more to women.

In addition,

cross-sex cooperation is seldom seen.
Administrative policies have also been a major concern
in the literature reviewed and regulations of Title IX are
explicit in terms of admission,
access to school offerings,

recruitment,

among others.

is not explicit in terms of curriculum,
textbooks,

facilities,

Although Title IX

instruction and

we need to recognize that the regulations of

Title IX cover important aspects of the hidden curriculum.
A recent report conducted by Wellesley College Center
for Research on Women

(1992)

and published by the American

Association of University Women summarized more than one
thousand studies of girls in schools and concluded that
sexism is a profound problem in schools.
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Consistent with

the studies cited above,

the report pointed at aspects of

the hidden curriculum that foster inequality among boys and
girls in different school settings.

Some of these are:

boys are encouraged more often; boys'
eagerly met
(math)

academic needs are

(such as remedial reading)

while girls'

needs

are rarely addressed; boys get praised for

intellectual content of work while girls are praised for
neatness;

schools do not address issues of sexual

harassment; traditional learning styles of boys are fostered
at school

(competition),

(cooperation)

while girls'

are rejected.

learning styles

Although the report recognized

that girls get better grades and that a higher percentage of
girls go to college,

they emphasize that girls have less

confidence in their abilities,

have higher expectations of

failure and more modest aspirations.

One of the studies

reviewed in the report found that 64 percent of boys who had
taken advanced math courses choose technical careers while
just 18.6 percent of girls with the same academic background
selected them.

In terms of curriculum,

the report pointed

that there are topics that are absent from the school
curricula such as sex stereotyping,
sexual disease,

teenage pregnancy,

and gender and power.

Even though most of the literature reviewed,

and

certainly most of the work done in educational equity is
from the United States,
contributions.

Michel

other countries have made important
(1987)

reviewed studies sponsored by
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UNESCO conducted in third world countries,

countries with a

market economy and countries with a planned economy.
these countries were:
Ukrania,

France,

India,

Among

the United States,

China and the United Kingdom.

She concluded that

textbooks and instructional materials in these countries are
stereotyped and segregated by sex.

This points to the fact

that inequity is a worldwide problem.
The movement for educational equity is a worldwide
movement.

Different countries in Europe and in the Third

World such as Spain,

Costa Rica,

Korea;

as well as Puerto

Rico have been working with similar issues.

Examples from

these countries will be discussed in this chapter and will
help us to understand the experience of Puerto Rico.
two sides of the coin,

The

access and treatment on one side,

and

the recognition and development of the women's perspective
on the other side,

have also been part of the discussion in

these countries.
I will briefly examine a selected sample of research
studies from Spain,

Costa Rica and Korea.

reasons for selecting these countries.

There are two

First,

since

inequity is a worldwide problem we need to recognize the
contributions made by other countries,

especially when

trying to develop strategies for equity for Puerto Rico
which shares characteristics with,
by Spain,

and has been influenced

Third World countries as well as the United
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States.

Second,

literature

the available material

from different countries

Experiences

in Spain:

from relevant

is limited.

Opening to the

issue of Culture

Through the Ministry of Culture where the Women's
Institute

is based,

in defining the
Garreta

(1987)

Spain has made

issues

important contributions

in educational equity.

Careaga and

conducted a study whose purpose was to

explore which gender roles textbooks attribute to each sex.
The authors analyzed characters presented in the written
text and illustrations of language arts and social
textbooks used in schools

studies

from first to eighth grade.

They found that both the written text and the
illustrations of the selected textbooks tend to stereotype
and segregate by sex.

Women were portrayed doing domestic

activities more often while men were presented
activities.

in public

They point out that although the different

textbooks they studied portrayed different types of roles,
these were still

segregated for men and women.

The

textbooks presented 6,123 male characters and 2,105
characters.

It is

female

interesting to point out that the authors

decided not to count historical characters because it could
skew the results

in favor of their hypothesis.

studies have not taken the same precaution.

Similar

The theoretical

rationale of this precaution is questionable because
not recognize that precisely one of the problems
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it does

is the

construction of knowledge from a masculine point of view and
the omission or invisibility of women.
In the discussion of the findings the authors highlight
other related issues.

First,

it is recognized that

textbooks are not the only source of inequity.

Other

sources are role models,

interaction

as well

games,

as student-student

teacher-student

interaction.

Nevertheless,

they

state that textbooks are used for a high percent of
classroom time.

Second,

for the transmission of
that there

language

is seen as a major source

inequities.

The authors understand

is a close relationship between changes

language and changes

in the social context.

in

They also

discuss the need to place history in terms of the everyday
life of human beings,

and to understand the evolution and

change of traditions,

habits,

norms and values.

Another research project in Spain was done by the group
of

feminist scholars from the Feminario de Alicante

(1987).

They made a thorough analysis of the hidden curriculum and
how it contributes to inequity.
scholars,

According to these

inequities are transmitted thorough norms,

structures and routines

in the classroom,

structure,

the architecture or physical

buildings,

problems used in math courses,

resources

structure of

for extracurricular activities,

administrative policies,

knowledge

organization and
staffing and

and allocation of human and

material resources.
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The

findings and issues discussed in Spain are very

similar to those discussed in the United States which points
to the

initial

statement that educational

inequity is a

worldwide issue.

Costa Rica:

A Study of Textbooks

In Costa Rica,

Gonzalez-Suarez

(1988)

conducted a study

whose purpose was to compare textbooks used in schools
1975 to the ones used in 1985.

The author wanted to know

whether the United Nations Decade of Women has
the

image of women in those textbooks.

economic status

influenced

The sample consisted

on 28 textbooks divided in two categories:
distributed books

in

(used by public school

commercially

students whose

is higher and whose parents can afford to

buy the textbooks)
Public Education

and books distributed by the Ministry of

(used by public school students

economic status who are also labeled as

from lower

'poor students').

At this point it is absolutely necessary to make an
apparent digression to pinpoint two issues.
methodological

First,

this

subtlety emphasizes the intertwined and

connected complexities of class and gender in education.
Second,

it highlights one of the most obvious differences

between education in middle class sectors of the United
States and education in Third World countries:
economic resources and its corollary,
structure.
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scarcity of

polarized class

Gonzalez-Suarez

(1988)

used an instrument about gender

models that she had previously developed.
included forty-five

(45)

The instrument

categories separated into 12

classifications such as:

stereotypically feminine jobs,

stereotypically feminine and masculine characteristics and
sex stereotypes within family relationships,

among others.

She found that there has not been a significant change
in sexist images between 1975 and 1985 in either
commercially distributed books or those distributed by the
Ministry of Education,

although the second ones slightly

decrease the difference in favor of females.

In the

commercial books there were 74.8% masculine images and
25.14% feminine images in 1975.

By 1985 there were 75.35%

masculine images and 24.65% feminine images.

The books of

the Ministry of Education had 71.54% male images and 28.46%
females images in 1975.
in feminine images

By 1985 there was a slight increase

(29.4%)

while masculine images were

70.6%.
It is interesting that the books that more often
portrayed non-traditional roles for women are those prepared
for poor children.
consider.

Here the class issue is important to

Are they trying to prepare poor children of both

sexes for the lower paid jobs?

Are they trying to

perpetuate the working class through channelling?
trying to foster lack of social mobility?
female's social mobility increased?
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Are they

In what way has

What influence does the

United States have in this process considering that the
books of the Ministry of Education were developed with the
help of the United States Agency for International
Development which is responsive to the U.S.
Alliance

for Progress.

the relationship,
class.

These questions raise the

issue of

autonomy and contradictions of gender and

The Costa Rican educational

to perpetuate the working class;
sexist images

aid program

in textbooks

In addition,

system might be trying

however,

the elimination of

is a step toward sex equity.

it will be

interesting to

follow up on the

author's classifications of stereotyped feminine and
masculine jobs and compare them with the meaning of that
phrase

for researchers

countries.

in the United States as well

as other

Gender is a social and cultural construction,

therefore the activities that are classified as masculine
one culture could be classified as
culture.

For example,

cultures

is typically a

it

is a male work.

problem remains:

in another

accessing the water supply in some
female work,

while

in other cultures

This will depend on the level

development of the country.
industrial basis,

feminine

it

in

of

If the work is done on an

is a male work.

Nonetheless,

the

inequities exist in the educational process

of both countries.
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Korea:

A Study of

secondary school Textbooks

In a study conducted in Korea about gender roles
secondary school curriculum Jung-Ja

(1988)

in

discussed how

sexual prejudices are reflected in the secondary school
curriculum.

The author analyzed the socialization of gender

roles contained in textbooks.
concepts of intended
(hidden or overt)

The researcher discusses the

(explicit)

curriculum.

textbooks are part of the

curriculum and unfolding
For Jung-Ja

(1988)

the

intended curriculum and the

concepts and attitudes of teachers are part of the unfolding
curriculum.
Thirty-two

(32)

textbooks

in six subject

fields were

sampled and the characters portrayed in written texts and
illustrations were analyzed in terms of sex,
activities.

The author found that 73.9% of the characters

in the written text were adult males,
females,

age and work

17.8% were adult

5% were boys and 3.3% were girls.

In the

photographs and illustrations the researcher found that
56.6% were males,

19.6% were females and in 23.8%

of the

illustrations and pictures both sexes were depicted.

In

work related activities shown in the photographs and
illustrations,
were

69.2% of the characters were males,

17.8%

females and in 13% of the visual material both sexes

were working.

Another area explored by the researcher was

teacher's attitudes towards sex roles.

The author concluded

that male teachers seemed to show a greater tendency towards
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sexual

discrimination than

used the
Gintis

female teachers.

Jung-Ja

Correspondence Theory5 developed by

in their book Schooling

in Jung-Ja,

1988)

to

state

Bowles

(1988)

and

in Capitalist America

(cited

that:

...the teacher-the student influenced by
existing social factors, and especially by
the hierarchical structure of economy (Ibid,
1988, p. 106).
In

other words,

economic

interaction that
students

the

established

are

important

in the

in the classroom between

and teachers.

However,
of

is

factors

the

important

perception
discussed

author emphasizes
factors

of the

that

student.

in the United

student's

influences

This

States

gender as

one

teacher's

issue has

also been

literature previously

reviewed.
An
class

interesting characteristic

issue

is

thoroughly discussed by the

related to this

is

[make]

(Jung-Ja,

two

females"

of this

implications:

the

on

statement that
1988,

one hand

it

p.

study

is

author.

that

Closely

"a teacher does

106).

This

recognizes the

the

not

statement has
influence

of

5The Correspondence Theory developed by Bowles and Gintis
(1976)
states that the social relations of the school are
mirrors of the social relations of the workplace and the aim
of schooling
is the reproduction of the social
structure
needed for the economy.
This notion has been criticized by
Giroux (1983) in his book Theory and Resistance in Education.
The author claims that this explanation do not account for the
active
role
of
students
and
teachers
in
the
process
of
learning
and schooling or,
as the
author
states
it
"how
schools produce subjectivities that are not subsumed within
the imperatives of reproduction" (Giroux, 1983, p.85).
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the larger society with its different issues of oppression,
and,

on the other hand,

it removes the burden from teachers

who do not need to feel

'guilty'

oppression in society.

for the conditions of

A more adequate understanding of the

process would be to say that educators
teachers

in general

in particular need to feel responsible

and

for change.

Up to this point I have discussed issues of educational
equity stressed by researchers
Costa Rica and Korea.

in the United States,

Spain,

In these studies the hidden and the

overt curriculum are seen as major sources

for the

transmission of sexist images and inequity.

Although the

research focuses on instructional materials,

which are part

of the overt curriculum,
ways

there is an understanding that the

in which these materials transmit inequity are subtle,

therefore part of the hidden curriculum.

Furthermore,

classroom organization and climate are seen by the
researchers as crucial
can be transmitted.

areas

in which sexism and inequity

In addition,

Rica and Korea also discuss the

the studies

from Costa

interaction between class

and gender in education.
In summary,

these studies

focus on the hidden

curriculum as the main source of

inequity.

These studies

will contribute to our understanding of the Puerto Rican
experience and the studies conducted in the Island on sexism
in education.
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Puerto Rico:

A pathway for further Research

The Commission for the Improvement of Women's Rights6
started research on educational
after its

foundation.

main issues

equity in 1974,

one year

Education for women became one of the

for the Commission since its early stages.

Yordan-Molini

(1976)

conducted a study for the

Commission on sex role segregation portrayed in five reading
textbooks used in first and second grade
private schools.

in public and

The author studied the content of the

written text and the

illustrations

focusing on characters,

adjectives and participation of the characters.

She

that these textbooks were biased against women.

For

instance,

the

illustrations presented males

variety of roles.

In addition,

found

in a wider

the author points out that

males were shown as more active and engaged in more
interesting activities.

In summary,

the main concern of the

author in this study was stereotypes and bias

in elementary

reading textbooks.

6The Commission for the Improvement of Women's Rights was
created by the Law #57 approved on May, 1973.
This Law was
amended in 1979 and the official name of the agency became
Commission
for
Women's
Affairs.
The
Commission
is
a
government agency whose goal is to eliminate barriers that
contribute to women's oppression.
It was a pioneer
in
studying issues of sex equity in education.
In addition, it
has played a central role in the approval of legislation to
protect women such as the Sexual Harassment Act and the Law
for the Prevention and Intervention with Domestic Violence.
Currently
it
is
focusing
on
four
programmatic
areas:
affirmative action, sexual harassment, violence against women
and educational equity.
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A broader study conducted by the same
entitled

"Sexism in the Classroom"

(1977)

institution
made a content

analysis of the adjectives used in eleven textbooks
elementary school children

(grades

of these books were also analyzed.
study are not too different
Yordan-Molini

(1976).

The

1-5).
The

The

for

illustrations

findings

in this

from the ones discussed by
illustrations portrayed 4,118

characters of which 67.7% were males and 32.3% were females.
Furthermore,

males were presented in fifty-seven

(57)

different occupations while females were in eighteen
occupation in these
seventeen

(117)

eighty-seven

illustrations.

fearful

One hundred and

adjectives were used to describe males while

(87)

were used to describe

the adjectives used for males were:
ambitious,

(18)

and courageous.

females.

strong,

Some of

intelligent,

Females were described as weak,

and conformist.

The authors also explored teachers'
expectations and beliefs

attitudes,

in terms of sex roles.

two approaches to gather information from 128
school teachers:

They used

elementary

questionnaires and classroom observation.

Although the results of the questionnaires were not
conclusive,

the

findings on classroom observation showed a

pattern of sex role segregation and different treatment to
each sex.

The roles assigned to girls and boys by teachers

were sex typed and segregated.

For example,

the researchers

found that boys receive more disapproval than girls.
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They

also

found that the motives

segregated by sex.

for praise and disapproval were

In the same line of the previous study

this one emphasized stereotypes and bias
textbooks and teachers'

in elementary

attitudes.

Issues related to ideology and power were not addressed
in this study.

Researchers developed material to be used

for in-service teacher education.

Nevertheless,

material produced in this project was not

implemented and

did not have an impact on elementary school
Furthermore,

teachers were not

the
it

curriculum.

involved in curriculum change

through this project.
A follow-up on this Project was reported by the
Commission for the Improvement of Women's Rights and the
Social Science Research Center of the University of Puerto
Rico

(1979).

of the

This time the researchers analyzed the content

illustrations of nine social

textbooks used in elementary grades.
characters
were

in the illustrations;

females.

studies and history
There were

1,494

1,045 were males and 449

Males were depicted in 381 jobs while

were depicted in 70.

Females were presented in 326

activities while males were presented in 551.
activities were

females

Jobs and

found stereotyped and segregated by sex.

Additionally,

the researchers analyzed the themes

in

the teacher's guides used by elementary school teachers
grades
were

1 to 3

family,

for the same subject matter.
community,

country and history.
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The major themes
The authors

concluded that the themes of textbooks
grades also portrayed stereotypical

for the

first three

roles based on sex

(Commission for the Improvement of Women's Rights and Social
Science Research Center,

1979).

Another major problem highlighted in this research is
the

invisibility of women in social

textbooks.

science and history

Curricular material was developed for social

studies at the elementary school

level.

Nevertheless,

these

materials were not disseminated to the population for which
it was developed.

The supplemental material was developed

using the existing elementary school

curriculum as the

starting point.

in this project was the

A major achievement

introduction of a new perspective for social
history.

In this perspective history is seen as a process

in which everyday people take an active role
development of society.
of

in the

With the recognition of the problem

invisibility and the perspective of history as a process

the authors started to recognize and address
and

science and

issues of power

ideology.
The Inter-American University conducted a study

entitled
Women"

"Sex Equity in Career Counseling for Puerto Rican

(1981).

This study identified bias against women in

career counseling materials and counselor's attitudes.

This

study opened the

in

Puerto Rico.

field of sex equity in school

The potential

services

impact of this type of project

in the selection of careers by Puerto Rican women has not
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been emphasized enough by educational policy makers.
Although more than 60%

of college students

during the past decade have been women,
reflected in income levels.

1987).

this has not been

By 1980 the median income of

women was about half that of men
Board,

in Puerto Rico

(Puerto Rico Planning

This type of research project contributes to

encouraging women to go to non-traditional careers,
therefore to balance the equation between men and women.
However,

balancing the equation is not just a matter of

getting women into non-traditional
matter of
the

fields

It

is also a

increasing the value that society attributes to
in which women have participated more as well

providing alternate choices
The same

as

for women.

institution conducted a study on pre-service

teacher education
Commission

fields.

(Inter American University,

for Women's Affairs,

1990).

1986;

The authors made a

survey of course descriptions on pre-service teacher
education and measured educational majors'
and knowledge about Title IX.
set of

attitudes towards

The researchers developed a

instructional modules to train educators about issues

of sex equity in education closely related to Title IX such
as school
services.
and

administration,
In addition,

it

career counseling,

and student

included the topics of curriculum

instruction and sexism in educational materials.

project was the

This

first study on pre-service teacher education
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and sexism in Puerto Rico.

Like the other studies it has

not been widely disseminated.
The majority of the studies conducted in Puerto Rico
have dealt with different components of the overt
curriculum,
Nonetheless,

particularly instructional materials.
they have also analyzed the subtle ways in

which inequity is transmitted through the textbooks,
powerful tool of the overt curriculum.

a

The results of these

studies in terms of treatment of female figures and access
to education are not too different from those in the United
States,

Spain,

Costa Rica or Korea.

In addition,

aspects of the hidden curriculum such as

attitudes have also been explored by the researchers.
Language has also been discussed in the literature as a
major area of sexism and inequity.

The study "Sex and

Semantics in the Spanish Language"

(Social Science Research

Center,

1980)

University of Puerto Rico,

analyzed sexist and

racist words use in the Spanish language and developed
guidelines for the non-sexist and non-racist use of the
Spanish language.

The effects of the use of sexist language

in educational settings has not been thoroughly explored.
If we consider other issues regarding language mentioned
above,

it is necessary to conclude that the use of sexist

language could be very harmful in educational settings.
The Inter-American University

(1988)

conducted a study

that can provide some insights on the topic of the hidden
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curriculum.

In the study "Training Puerto Rican Female

Students to Overcome Math Avoidance",

the researchers

developed and tested a set of materials aimed towards
helping female students who were considered low achievers in
math and whose behavior towards math was considered evasive.
The materials proved to be effective in reducing anxiety and
avoidance behavior and improving the performance of students
who participated in the control group.

It is interesting to

note that the experimental group also reduced its anxiety
levels although these students were not exposed to the
relaxation tapes developed for that purpose.

Although the

reduction in the anxiety levels was higher in the
experimental group,

the mere exposition of both groups to a

math course could also contribute to the reduction of the
level of anxiety.
I believe that the major problem of the study "Training
Puerto Rican Women to Overcome Math Avoidance" is that it
does not consider the context of Puerto Rico.

The

proportion of women who study math related fields in Puerto
Rico is higher than that in the United States.

For example,

in 1980 women comprised 9% of graduates in engineering in
the United States.
for 1985-86.

In Puerto Rico,

that figure was 19.4%

Although the figures are from different years

and still very low,

the significant difference is something

that we need to look at closely.

However,

the researchers

developed their experimental research without further
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exploration of the problems.

For instance,

to what extent

is evasive behavior related to avoidance and anxiety and not
to modeling or self concept?

The contribution of this study

is that it opens the field of math and gender in education
to further research.
Spain,

Costa Rica,

Korea,

and Puerto Rico have made

important contributions in the definition of the issues of
educational equity for women.

Although the studies from

these countries reviewed in this chapter are not significant
in quantity,

the studies are significant in quality.

these studies the subtleties of race,

class,

With

and culture are

drawn clearer.
The studies made in Puerto Rico contribute to the
identification of issues related to sex educational equity.
These issues can be seen in the hidden and in the overt
curriculum.

In addition,

these studies point to the need to

develop strategies to overcome inequity.

The overt

curriculum is analyzed in the research done on instructional
material.

The lack of equity through stereotyping and

segregation is documented in these studies.

In addition,

the studies on instructional materials also point to the
subtle ways in which inequity is fostered.
However,

the overt curriculum,

the content that is

intended for students to acquire in the educational process,
is not emphasized enough.

The problem of exclusion of women

in the curriculum is discussed as a hidden manner to
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transmit

inequity.

Critiques of school curriculum cannot be

content with the things that are subtle.

The overt

curriculum consists of the transmission of information and
knowledge gathered through research that
girls and women.

is biased against

It is precisely this knowledge that needs

to be questioned.

In addition,

the hidden curriculum needs

to become overt.
There is also a lack of attention to teacher education.
Although the studies reviewed stressed the need to include
sex equity in teacher education,
of these studies,

with the exception of two

they are not targeted to teachers.

Teachers have an important role in any program aimed towards
the elimination of existing conditions of discrimination
the context of education.
with inequities

in

Teachers need strategies to deal

in their classroom.

These strategies need

to cover their own formation as teachers and human beings,
as well as ways to approach the curriculum in a non-sexist
manner.

Educational

equity for women:

Seeking Solutions

Up to this point I have discussed some of the problems
that have been raised in the literature about educational
equity for women.

This discussion helps us to understand

the ramifications of the concept as well as some of the
areas

in which research has been conducted.
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The connecting thread for this review is the
relationship initially established between the private and
public sphere on one hand and the explicit and hidden
curriculum on the other hand.

This relationship provides

the structure for the proposal of integrating gender
educational equity into the curriculum through the
conversion of the hidden into overt and the transformation
of the explicit or overt curriculum.
problems have been mentioned above,

Solutions to the
but they have not been

thoroughly discussed.
The next part of this chapter will briefly examine some
strategies carried out to achieve equity in different
educational settings.

I will start by examining those that

are more related to the concept of sex equity in education,
in other words the ones that deal with access and treatment.
Although the main focus will be the curriculum,

solutions to

the problem that deal with areas that are not traditionally
considered curriculum will also be examined.

The use of the

concept of hidden curriculum will provide the framework for
this analysis.

Strategies for educational Equity
Efforts to achieve educational equity for women
comprise a wide variety of strategies.

The approval by the

United States of Title IX of the Educational Amendments set
up some guidelines for sex equity in education through its
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regulations
to school

for admission,

offerings,

recruitment,

among others.

facilities,

However,

access

curriculum,

instruction and textbooks are not included in these
policies.
The Ministry of Education in Spain has coordinated a
plan with the Women's Institute of Spain whose goal
detect and correct traditional
(Ministerio de Educacion,

sex role stereotypes

1988).

In Costa Rica the Commission on Women's
part of the Ministry of Culture,
the

is to

Issues which

is

has set up policies with

following objective:
...to update programs of formal education and
school textbooks so that different models for
behavior are not presented for men and women
(Gonzalez-Suarez, 1988, p. 600).
In Puerto Rico the Commission for Women's Affairs has

stated that one of
opportunities

its goals

for students

is to promote equal educational

(Commission for Women's Affairs,

1990) .
More concrete strategies have also been proposed and
tested by different institutions and scholars.

The need to

portray men and women in a variety of non-segregated roles
in textbooks has been widely discussed in the reviewed
literature.

A major concern has also been the use of non¬

sexist language
well

as

in books and instructional materials,

in daily interaction with students.

pointed to the need to

Some authors

follow guidelines on non-sexist
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as

materials to publish textbooks
Books

for Children,

(Nilsen,

1975;

cited in Scott & Schau,

Interracial

1985).

Previously reviewed projects conducted in Puerto Rico
have developed and validated non-sexist materials
(Commission
Commission

for the Improvement of Women's Rights,

1977;

for the Improvement of Women's Rights and Social

Science Research Center University of Puerto Rico,
Inter American University of Puerto Rico,

1979;

1981).

Strategies aimed towards a more equitable classroom
climate have also been developed.

These includes;

use of female role models;
encouragement of women to participate
traditional fields;
-

in non-

interaction between female and male students;
grouping systems using a variety of criteria;
wider opportunities for males and females to
participate in athletics and leadership roles
school activities;

in

reinforcement of cross-sex play;
teacher's encouragement for cross-sex activities;
discussion of segregation practices among
students;
structured cooperation in classroom activities;
promotion of equitable student-teacher
interaction; and,
-

single-sex education, among others (Lockheed &
Klein, 1985; Slater & Cibrowski, 1987; Michel,
1987) .

Single-sex education has been emphasize as a mean to create
spaces

for girls to develop self-affirmation strategies.
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The need for pre-service and in-service teacher
education has been a major topic in the discussion of
strategies

for educational equity.

It

is been pointed out

by some authors that educational equity for women has not
been a concern in teacher education programs
Sadker,

1985;

Inter American University,

Part of the basis

(Sadker &

1986).

for this lack of interest in teacher

education programs seems to be the lack of activism on the
part of the students and teachers who go to the
education

(Sadker & Sadker,

have been established

1985).

field of

Women's studies programs

in different campuses due to activism

on the part of faculty and students who are interested in
these issues.

Biklen & Shakeshaft

(1985)

pointed to the

multi-disciplinary nature of teacher education programs as
another reason for this lack of concern.

The authors also

argued that students whose major is education often have to
take most of their courses

in other disciplines which have

already been influenced by women's studies programs
United States.

in the

Another plausible explanation is the

that education is a women's

field,

fact

although some scholars

argue that the building of theory based on research projects
do not appeal to women and the theoretical background for
education has been largely built by men

(Evans,

lower status of education,

field,

concerns with practical

as a women's

1987).
and its

issues such as discipline and
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The

classroom management,
other explanations
Nonetheless,
educational

rather than theoretical

for this phenomena.
it has been recognized by educators and

organizations that there

gender issues

issues are

is a need to include

in the preparation of educational

practitioners and future teachers.
teacher education programs

Some recommendations

include:

pre-service teacher

training through clinical experiences
educational equity,

for

in issues related to

such as evaluation of instructional

materials and educational practices;

in-service teacher

training dealing with the same topics;

evaluation of

administrative policies and practices,

and action plans to

correct those policies and practices;

encouragement to

graduate students to carry on research and development
projects about the nature of sex bias,
proposed treatments;
hidden curriculum;

and assessment of

sensitivity of future teachers to the

and pre-service and in-service teacher

education courses and training to introduce them to non¬
sexist materials

(Russel,

1983;

Sadker & Sadker,

I would like to point to three important
considering these strategies.
analyzed within the cultural
to be used.

First,

1985).

issues

in

they need to be

context in which they are going

As mentioned before,

the analysis of particular

activities as sex typed could vary in a different cultural
context.

What we need to consider are the underlying
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assumptions,

the

ideology embedded in the sex typing of

activities.
We also need to consider the experience of a particular
culture with women's education.

How does that experience

contribute to shaping the issues within that culture?
do the

issues shape the strategies

for change?

It

How

is

interesting to observe that while the United States has a
tradition of education for mixed sex groups,
tradition of one sex groups.
women's education,

While discussing issues about

the literature

from Spain reviewed for

this chapter refers to co-education,
States

Spain has a

while

it refers to educational equity.

in the United

The difference in

words could also imply a difference in meaning.

However,

both cultures understands the problem as one of lack of
justice.
A third cultural dimension is the meaning of equity and
equality in different cultural
in different cultures?

contexts.

Are they the same

Is the abstract concept of equality

more meaningful to people who are not part of the anglosaxon tradition?
more meaningful

How is the abstract concept of equality
for certain cultures,

particularly those

with a catholic tradition?
I would like to propose the idea that the concept of
equality is more meaningful than the concept of equity for
countries that have been influenced by Spain.

Such is the

case of Puerto Rico and other Latin American countries.
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In

the case of Puerto Rico,

the society has developed a

humanistic approach which includes the values of respect,
dignity and acceptance of individual differences.

This

approach makes people eager to accept the constitutional
principle that people are equal
race,

class,

and religion.

regardless of their sex,

It is

interesting to observe

that other issues of oppression such as national origin and
handicapism,
addition,

are not as visible as the former ones.

In

in terms of the everyday life of people who

struggle against oppression,

race,

sexual preferences,

and

religion are not widely seen as sources of oppression.

The

principle of sex equality is even included in the Puerto
Rican Constitution approved in 1952.

Unlike Puerto Rico,

the women's movement in the United States

is still

struggling for the approval of the Equal Rights Amendment.
However,

the concept of equality is so abstract that

inequity permeates the
society.

Perhaps,

meaning of the word

formal and informal

institutions of

the underlying problem is that the true
'acceptance'

is

'tolerance'

which

implies that differences are not accepted as valid.
A second issue

in considering these strategies

is that

the proposed ones comprise the hidden and the overt
curriculum as part of a whole.
proposal

of this chapter:

unfolded and become overt.

This reinforces the

initial

the hidden curriculum needs to be
While the integration of gender

into the curriculum and the transformation of the overt
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curriculum are not discussed in-depth,

it

is necessary to

draw from the experiences of women's studies programs to
make that connection.
The last issue that I would like to raise concerns the
fact that most of these strategies point towards the
ultimate goal of sex educational equity:

to increase the

participation of women into non-traditional careers.
other words,

it

is a problem of quantity.

It

In

is also a

problem of standards set up by society:

the non-traditional

careers

is

for women are more valuable.

the trends

It

important to see

in women's participation in the society.

Another

issue to consider is whether the increase on women's
participation is a
function of the
industries.

function of educational

interests and needs of the economy and

Certainly,

women are participating more in

areas that traditionally belonged to men.
are

increasingly studying non-traditional

Nevertheless,
reflected

equity or a

Moreover,
fields.

the educational achievements of women are not

in the same proportion in terms of jobs,

and salaries.

women

Careers are still sex segregated,

receive less pay.

Whether this

careers

women still

is a reflection of the

reproductive role that society assigns to women deserves
more analysis.

Meanwhile,

let us take a

look at relevant

literature on women and teaching that could help in
providing

insight into the lives and perspectives of women

who select teaching as a career.
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Women and Teaching
Teachers have been frequently blamed for a
educational problems.

The act of blaming teachers

isolated from gender issues.
women are blamed.
social

lot of
is not

Female teachers are blamed,

In addition,

women are blamed for other

calamities such as crime,

drugs,

unemployment.

Women

have been blamed for invading the public sphere and for
'being witches'.

The Puerto Rican experience with issues of

sexual harassment in the workplace and domestic violence are
crude examples of how women are blamed in society.
of gender oppression Puerto Rico

In terms

is not isolated from the

world.
In a critical study of literature on women and teaching
in the United States and Britain,

Acker

(1983)

that there are six underlying assumptions:
model

points out

the deficit

of women that leads to blaming the victim,

for the

intellectual

capacities of teachers,

see women exclusively in a

family role,

low regard

the tendency to

poor sense of

history together with an inability to anticipate social
change,

oversimplified view of causality,

and an ideology of

individual choice.

The author points towards the need to

see women teachers

in terms of the broader question of why

and how women as a group have come to be subordinate to men
as a group.
Apple

(1983)

describes the process of de-skilling and

intensification of teachers'

work through pre-packaged

78

curricula and how this process has
He

led to a lack of power.

further analyses the topic in terms of gender.

Arguing

that teaching has gone through a process of feminization
permeated by the sexual division of labor in the domestic
and public spheres,

he states that:

The sex-typing of a job is not likely to
change unless the job itself undergoes
substantial alteration in some respects
(Apple, 1989, p. 57).
The alteration consists of a highly rationalized and
bureaucratized teaching process

in which male have dominated

the decision making process regarding curricula and
administration.

However,

the author also recognizes that

teachers do not accept these conditions without resistance.
The author provides some examples of how women fought back
and the

influence of class

teachers’

struggles.

issues

in the shaping of

He concludes that:

The history of elementary school teaching
(and curricula in part, as well) is the
history of these political/economic and
cultural struggles.
It is a history of a
gendered workforce who, in the face of
attempts to restructure their jobs, fought
back consciously and unconsciously (Apple,
1989, pp. 76-77).
Apple's work is

important to understand the dynamics of

power embedded in the teaching process.
broader and structural

sense,

Although in a

there is lack of power,

terms of the everyday life and struggles of women,
power not just as a potential
but an actual

in

there

is

for the acquisition of power,

experience of power in the classroom,

79

the

curriculum and the struggle

for the

improvement of working

conditions.
In a study conducted by Weiler

(1988)

the author

explored the lives and experiences of eleven feminist
educators:

seven teachers and four school administrators.

Participants

in her study were

large urban areas
of students

from two public schools

in

in the United States and with a wide range

in terms of class and ethnicity.

The author has been influenced by two theoretical
traditions:

critical

educational theory comprised by the

trend of the new sociology of education developed

in Britain

and the radical educational theory developed in the United
States;

and feminist social

and cultural theory.

The author makes an extensive overview and critique of
critical

educational theory which she describes as

two trends:
first one

reproduction and production theories.

action of individuals

negotiation,

and contestation or

in the production of meaning and

The second one according to the author does not

recognize the role of schools as
of wider social realities and the
and race

instances of reproduction
influence of class,

gender

in that wider society.

Weiler

(1988)

also makes an extensive critique of

feminist analysis of gender and schooling.
of Giroux

The

is criticized by the author for not recognizing

the acts of resistance,

culture.

following

(1983)

On the same line

the author states that the work in
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education made by liberal
stereotypes and bias.

feminists has

This

focused on

focus has prevented them from

understanding the profound and interconnected relationship
between sexism and power as well as the connection between
gender and class.

They fail to place schools and schooling

in the context of a wider society.
On the other hand,
theory because of its
contents and practices

she criticizes

feminist reproduction

focus on the connection between sexist
in the schools and women's oppression

in the paid workforce and in domestic work.
the class nature of women's experiences
ways

The emphasis on

in schools and the

in which the schooling experience contributes to

reproduce gender oppression prevent them from understanding
the role of human action.
A major influence on Weiler's

(1988)

work is the

concept of hegemonic ideology developed by Gramsci.
According to this author,
understanding

ideology and consciousness.

dominant classes

for

On the one hand,

impose their conceptions of reality on

subordinate classes
hand,

there are two levels

(hegemonic ideology)

and,

on the other

the hegemonical process is not completed because

oppressed groups creating alternative cultural and political
institutions to establish their own understanding of
oppression and,

in that process,

As the author points out,

changing those conditions.

Gramsci's concepts
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"allow us to

begin to see individuals as both shaped by history and
shapers of history"

(Weiler,

1988,

p.

With this understanding Weiler

17).

(1988)

proposes the

concept of counter-hegemony to understand and act upon the
social world.

The concept of counter-hegemony implies a

conscious analysis and a conscious political action that
will enable people to oppose hegemony and to transform the
existing oppressive society.

The author makes a distinction

between resistance

(used by the production theorists)

and

counter-hegemony.

The first one is seen as disorganized and

apolitical while the second one implies a conscious and
critical understanding and has an element of political
activism.
The concepts of reproduction,

resistance and counter¬

hegemony in relation to women's lives and the intertwined
relationship of gender,

class,

and race are central to

Weiler's theoretical framework.
examines the life histories
experience]

With those concepts she

[background],

and consciousness

[meaning]

practice

[everyday

and the intersection

of these three aspects of their experience.
Educators in her study were concerned with various
social issues such as class and race,

topics that emerge in

the interviews and observation process.

The author pointed

out that not all of the participants felt comfortable with
the term feminist.

However,

they were committed to social
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change and had a profound understanding of their role

in

that process.
In her concluding chapter,

Weiler

(1988)

emphasizes the

dialectical

role of schools

in terms of reproducing social

conditions,

inequalities and problems while providing the

space and conditions to change and resist them.

Schools,

teachers and students are set in a context that has
contradictions and conflicts.
students,

There are conflicts between

teachers and students and teachers.

conflicts are related to
Experiences

issues of class,

These

gender and race.

in this milieu contribute to shape participants'

meanings and actions.

The author emphasizes the need to

take advantage of the counter-hegemonic role of the school
and calls

for a collective and collaborative work among

members of the school community.
The works of Acker
Weiler

(1988)

change.

Apple

(1983;

1989)

are important to recognize the dual

schools and teachers.
social

(1983),

context;

On the one hand,

on the other hand,

In addition,

and
role of

they reproduce the

they manage the tools

they are in a structural

for

setting with

the appropriate conditions to foster change.
In a pilot study that I conducted in 1989
the lives and practices of three
taught at three school
university.

levels:

I

explored

feminist teachers who
elementary,

middle and

Three interviews were conducted with each one

of the teachers:

one on the background,
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one on the actual

experience and the last on the meaning of the experience.
Participants

in this pilot study had background experiences

that had contributed to their view of the world and their
commitment to social

change.

Their rearing and schooling process,
sex discrimination at a personal
women's rights
political

struggles

in which they were engaged,

organizations,

participation

level,

experiences with
for

participation in

experiences with migration,

in trade unionism are part of their present

experience as teachers and contribute to shape their
understanding of gender as well as their commitment to
social

change.

Through their lived experiences they

received mixed messages
society.
parents,

from different institutions

in the

They were taught the principle of equality by
schools and other institutions,

but they also

experience how these institutions were unfair in their
behavior and attitudes towards human beings.
In their experiences as teachers,
several

they also confronted

situations that helped them understand the need to

integrate equity issues in their curriculum.
experiences

included:

domestic violence

children experience at home;
part of female students'

incidents that

violence against women on the

partners;

complicity with the traditional
pregnancy;

Those

female students

role of women;

lack of sex education at school;

participation of female students
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adolescent

lack of

in classroom discussions;

higher achievement and lower aptitude in female students as
it compares to male students;

interest of female students

topics that tend to stereotype them,

such as

in

fashions,

cosmetics and stereotypes promoted in the mass media;
sexist behavior on the part of the students;
against pregnant adolescents;

discrimination

sex stereotyping of students

from the part of the school personnel;

and sexually

transmitted diseases.
They tried to promote gender equity in education in
spite of the

fact that they do not perceive that this

priority of the educational
administrative support.

system.

is a

They confronted lack of

In addition,

they found it

difficult to come up with the appropriate strategy to
overcome sexism.
However,
deal with the

these teachers have made conscious efforts to
inequity

specific topics
violence,

in schools.

They have

included

in their courses such as abortion,

sexual harassment,

and sex stereotypes.

domestic
The lives

and literary work of women have been included through
reading material about women.

Sometimes they used informal

discussions to address equity issues.

Other times they

planned their lessons to integrate equity and bring
materials and planned activities to their classrooms.
As mentioned before,

they experienced difficulties that

prevented them from moving forward.
support

Among these:

from the school and from students;
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lack of

lack of

appropriate materials;
material;

lack of resources to develop

need to follow curricular guidelines developed by

the Department of Education which do not include equity
issues;

established criteria

emphasizes group control;

evaluation which

lack of participation of teachers

in curriculum development;
activities;

for teachers'

lack of staff development

isolation of teachers;

lack of knowledge from

their part about the subtle messages that contribute to
transmit sexism and about the strategies to

foster equity.

This study points to two important issues raised before
by Acker

(1983),

the one hand,
changes

Apple

hegemonic

1989)

and Weiler

(1988).

On

individuals cannot and are not engaged in

in a vacuum.

environment,

(1983;

They are restrained by the social

the material conditions and the prevailing

ideology,

group that benefits

even when they do not belong to the
from and/or creates that ideology.

is precisely the meaning of hegemonic

ideology,

That

its capacity

to pretend to represent the interests of the whole society.
On the other hand,
or individual

there

level and the construction of subjectivity

the process of change.
well

is a need to recognize the personal

The stories of these teachers,

as the stories of other people around the world,

in

as
are

vivid examples of how their experiences shaped their lives
and the meanings of their lives.

This has also contributed

to making schools spaces of counter-hegemonic values and
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struggles,
education

important setting

for change,

and to transform

into an act of liberation and democracy.

The Contribution of Women's Studies Programs
Validating women's Experiences
In the early 70's women's studies programs began to
proliferate in the United States.

It is precisely after the

revival of the feminist movement that these programs were
set up in different

institutions.

Educational equity for

women was running parallel to the development of women's
studies programs and converging in important aspects.
Educational equity efforts and women's studies programs
were

initiatives that had political

political nature was always present.
political

implications and whose
Both grew up within a

struggle that sometimes was heard by policy makers

and administrators.

This process contributed to the

empowerment of women.

Another point of convergence was the

sometimes unconscious

intention to subvert the existing body

of knowledge and understanding of reality that permeated
society.
Nonetheless,
iceberg while,

educational equity was the tip of the

at the same time,

comprising a whole.

Sex

equity in education was concerned with the role of women
the society as

it compares to the role of men.

It was

concerned with how to balance the equation between the
sexes.

Women's studies programs were concerned with the
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in

experiences of women,
women)

therefore,

(by

into the center of the inquiry.

Biklen & Shakeshaft
of women's studies was

(1985)

p.

46).

state that early definitions

"that part of the women's movement

that occurred in educational
1985,

women were placed

settings"

(Biklen & Shakeshaft,

The authors discuss how the concept of

women's studies has changed in the last two decades.
Howe

(cited

in Biklen & Shakeshaft,

goals of women's studies programs
raising,

1985)

defined the

in terms of consciousness

designing of new courses that

focus on women,

building a body of research about women and improving
education for human beings through the change of the
mainstream curriculum.

This statement makes

it clear that

women studies programs are nurtured by feminist research.
According to Biklen & Shakeshaft

(1985)

the new

scholarship about women questions the base of knowledge.

In

this process researchers have met with the need to examine
the methods

in which research

is conducted.

characteristic of the new research is that
to speak in their own voices..."
p.

An important
it allowed

"women

(Biklen & Shakeshaft,

1985,

50).
Harding

(1987)

and other scholars have contributed to

the discussion about feminist methodology and research.

It

is basic to their approach that women's studies programs are
nurtured by feminist research and the methodological
approaches used to build new knowledge.
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This new body of knowledge contributes to nurture and
transform the curriculum in different educational

contexts,

particularly in those where research is conducted.

The

underlying assumption for this transformation is the
existence of an "invisible paradigm...
trivializes the lives of all women,
of ethnic minorities,
or culture"

that marginalizes or

the lives of Blacks and

and those outside the dominant class

(Schuster & Van Dyne,

1983,

p.

1).

The traditional curriculum has received critigues

from

different perspectives closely related to the ones that come
from the

feminist perspective.

Passow

(1975)

defines the

goal of curriculum as the development of the cognitive and
affective domains of the student or the development of the
knowing and the feeling.
Passow)

Fantini and Weinsten

(cited in

state that a culturally relevant curriculum needs to

connect the affective or feeling with the cognitive or
knowing through the validation of children's experiences.
According to these authors the traditional
uniform,

symbolistic,

focused on the
diversified,
oriented,

remote,

'what'.

antiseptic,

and

A relevant curriculum is seen as

experiential,

immediate,

and focused on the

Other authors

academic,

curriculum is

participatory,

reality

'why'.

(Clinchy &

Zimmerman,

1985)

discuss the

topic using the concepts of separate and connected knowing,
which were originally developed by Gilligan and Lyons
in Clinchy &

Zimmerman,

1985),
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(cited

as two different ways of

knowing.

Separate knowers are the ones who emphasize on

objective criteria,

critical

construction of logical
impersonal

examination of propositions,

arguments and orientation towards

rules and procedures.

On the other hand,

connected knowers are the ones who try to enter the other's
frame of reference and points of view,
experience,

who value first-hand

who try to enlarge their knowledge through

other's people's experiences.

The authors recognize that

these two types of knowers do not appear so distinctively
reality.
same time.

in

A person could use both ways of knowing at the
In the research that they conducted with female

college students they found that the students become skilled
in separate knowing,

which is fostered by the setting,

they

are disillusioned and find their intellectual work unrelated
to personal truth.
atmosphere

They concluded that in an appropriate

in which educators and students share the

responsibility of setting goals and assessing progress,
connected knowing can be fostered while at the same time
acknowledging separate knowing.
The concept of different ways of knowing has been
widely discussed in the literature.

Lynn

that through the socialization process,
learning masculinity and

feminity,

(1975)

or the process of

men acquire a cognitive

style that enables them to define objectives,
situations and abstract principles.

proposes

restructure

On the other hand,

women acquire a cognitive style that implies a personal
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relationship in learning the lesson.

The author states that

the root of these two cognitive styles is the social
pressure that the male receives to separate himself from the
mother,
words,

to search for different ways of being.

In other

male definition of the self is problem oriented while

female definition of the self is lesson oriented,
learned from the mother.

the lesson

The process of learning the

appropriate identification of the self leads each sex to
different ways of perceiving,

thinking and learning:

oriented and problem oriented.

lesson

Lynn establishes an analogy

between these two ways of learning and the concepts of field
dependence and field independence developed by Witken
in Lynn,

1975,

Moll

p.

(1990)

(cited

109).
describes a model for teaching reading and

writing which emphasizes the relationship of school and
community.

The author uses Vygotsky's

(cited in Moll,

1990)

framework in terms of the relationship of the everyday
experience and scientific knowledge which are nurtured by
each other.

The everyday experience could be seen as the

source of knowledge of the field dependent,

while the

scientific knowledge could be seen as the source of
knowledge of the field independent.

These two ways to

apprehend reality are not totally exclusive and
differentiated.

It is necessary to caution against the

possibilities of using these models to perpetuate inequities
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through the stereotyping of people who belong to different
sexes,

races and ethnic groups.

As Gavillan

(1989)

states it:

The goal of scholars who study gender and
science is to revert traditional values while
promoting women's values as essential to
human experience... we should not forget that
the values adjudged to women are originated
in her subordination... We can neither forget
that the qualities [of women] venerated by
feminists -cooperation, holism- do not
reflect the social experience of all women women from different races, ages, and
classes. (Gavillan, 1989,
unpublished paper,
pp. 17-18, Author's translation).
Nevertheless,

these models provide a reasonable framework to

conceptualize curriculum from a different perspective.
Additionally,

as pointed by Gavillan

(1989),

some of these

models do not account for the complexities of oppressive
situations when they do not consider the issues of race,
ethnicity and other forms of oppression.
Moreover,

the lack of power and the subordinate

position of women are not discussed in-depth,
in Lynn

(1975).

particularly

This author seems to propose that this is a

process of losing in which men are the ones who lose more.
It is precisely the subordinate position of women,
one hand are losing,

and on the other hand,

who on

are not gaining,

what we need to question and change.
This body of research points to the need to
conceptualize curriculum change,

educational reform or

projects aimed towards the transformation of the curriculum
from a perspective which not only considers a curriculum
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that is less stereotyped or segregated,
of women.

but also inclusive

This new conceptualization needs to understand

the root of oppression through the validation of the
experiences of the oppressed.

Curriculum Transformation
During the last decade scholars
Maher & Dumm,

1984;

Slater & Cibrowski,

Fritsche,
1987,

1984;

(Gappa & Pearce,
Coulter,

and Mergal7,

1989,

et al.,
1990)

1980;
1986;

have

been conducting research projects aimed towards the
transformation of the curriculum.

They were faced with the

problem that although there was a solid base of scholarship
and teaching in women's studies,
changed.

the core curriculum was not

They were isolated in academia.

However,

feminist scholars in the United States are

faced with a dichotomy.

On one hand,

they recognize the

need for the transformation of the core curriculum and,
the other hand,

on

they also point to the need to develop

women's studies programs as a specialized field in the
academic world.

This dichotomy has been partially solved

through the infusion of the body of knowledge that was
developed in women's studies programs.

Since the mid 70's

7Mergal
proposes
a
theoretical
framework
for
the
conceptualization of curriculum transformation in Social
Science.
Her proposal is framed within the context of a
curriculum transformation project carried on by the Women's
Studies Project at the University of Puerto Rico,
Cayey
Campus, sponsored by the Ford Foundation.
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the proposal has been advanced by different scholars
(Trecker,

1975;

Grossman,

The conceptual
projects draws

1978;

Howe,

1983;

Fritsche,

1984).

framework for curriculum transformation

from the

issues that were discussed in

women's studies programs.

McIntosh

(1983)

proposes a theory

that attempts to describe the spectrum of curriculum change
(also discussed on Maher & Dumm,

1984;

in Commission for Women's Affairs,

Schmitz,

1990).

1985;

Azize,

While warning the

reader against the dangerous consequences of typologies and
stage theories,

which have left out a

the author proposes
revision.
example,
seen

fair number of people,

five interactive phases of curriculum

McIntosh discusses the model using history as an
but states that the interactive phases could be

in every discipline.
The

first phase,

"Womenless History",

is characterized

by the sole inclusion of those who are in the top level
the hierarchical

structure and power.

those who have more public power,

It is the story of

who gained wars,

laws and history and who managed power.
history is constructed in a way that
do not possess power,

of

who wrote

In this phase the

it excludes those who

those who did not contribute to the

acquisition of power and control,

those who are been

controlled.
Excluded from these definitions and hence
from consideration in the traditional History
curriculum are types of power and versions of
knowledge which this privilege class of men
do not share (McIntosh, 1983, p. 7).
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Phase two is called by the author "Women in History".
In this phase there is an assumption that curriculum is
basically functioning well and that there is a need to
separate some slots for some women who make it to the top
level of the hierarchical power,

the women who try to make

it into men's world and were successful.

The lesson for the

students is that women's existence is framed by men's
standards.

The author compares this phase with some

affirmative action programs whose goal does not include
learning from the other.
In phase three,
Absence in History",
questioned.

"Women as a Problem,

Anomaly,

or

the disciplines and the curriculum are

It begins to recognize that the curriculum that

emphasizes discrimination,

barriers,

and lack of

opportunities is looking at women as a problem in the
curriculum.

This curriculum does not recognize the

experiences of women as an important part of human
experience.
...Phase three says we were in history pro¬
blematically, messing up the purity of the
historical model, or making demands and being
victimized (McIntosh, 1983, p. 14).
Phase four,

"Women As History",

recognizes that women,

although different and excluded from the top hierarchies,
are not

'deprived'.

In this phase the life and experiences

of the ones who are different are explored in-depth.
History is not seen as the struggle of the winners and the
losers.

New values are emphasized:
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those who come from the

private,

invisible and domestic spheres and

collaboration and cooperation are raised.

in which
Curriculum and

research start to ask different questions.
asking

"what great work by a women can I

reading list?....

Instead of

include

in my

Is there a good third world literature?",

the emphasis of the curriculum is on "How have women used
the written word?...

How have women of color in many

cultures told their stories?"

(McIntosh,

1983,

p.

17).

Another characteristic of curriculum in this phase

is that

the boundaries of disciplines are broken and
interdisciplinary approaches are fostered.

In addition,

boundaries between the teacher as an authoritative

the

figure

and the students start to break down.
Phase
example,

five of curriculum revision,

using history as an

is what McIntosh called "History Redefined or

Reconstructed to Include Us All".

Although the author

recognizes that it is difficult to conceptualize this phase,
there

is an element of a different mapping of human

experience.

Instead of having a hierarchy in which vertical

and horizontal

lines shape the experience,

replaces the hierarchy.
prepared to

In this phase,

system

students are

"carry with them to the public life the values

of the private sphere"
Gonzalez-Suarez

(McIntosh,

(1992)

1983,

of the topic

p.

22).

developed a similar descriptive

theory within the context of Costa Rica.
"Denial

a global

The

(and of discrimination)";
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first phase
the second

is

phase

is

"object"

"Paternalistic Period" where women become the
of study;

the third phase is where

"Discrimination

comes to Light" where discrimination is discussed as a
problem that happens elsewhere;

the

fourth,

"Relationship

between Academia and Community"

that is characterized by an

explosion of activities and research with a connection with
the community who will define the problems and work towards
their solution.

The fifth phase is where

"Social Change

is

Integrated into Academic Life" where the problem of sexism
is

identified as something that really happens
The description by Gonzalez-Suarez

(1992)

in academia.
is

framed

within the context of an institution of higher education and
although she had done some work regarding textbooks
public education

(Gonzalez-Suarez,

1988),

in

the analysis

is

not carried to those contexts.
These descriptions of curriculum change provide
important tools to carry on projects aimed towards the
transformation of the curriculum.
of a process

Certainly the separation

into different categories has some problems.

Among them is the possibility of having some of the phases
working at the same time in the same place.
other hand,
provide

But,

on the

the issues discussed in this descriptive theory

important

insight into the complexities of

curriculum transformation projects.

The understanding of

these complexities will contribute to our own approach to
similar projects

in the future.
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In Puerto Rico,

the Women's Studies Program of the

University of Puerto Rico

(1992),

Cayey Campus,

recently

conducted a project whose goal was to integrate women's
studies

into the liberal arts'

core curriculum.

Professors

from different campuses of the University of Puerto Rico
participated for eighteen months

in workshops and seminars.

The project produced revised syllabi
college courses

in the areas of Spanish,

Science and Humanities.
three

important areas:

content areas,

for entrance level

readings

English,

The published material
revised syllabi

Social

includes

for different

for professors that enable them to

understand issues of gender and curriculum transformation,
references that enable other professors to integrate the
topics

into their own courses.

In addition,

in the language

arts courses the syllabi were reviewed to include
pedagogical

objectives related to the development of an

understanding and a critical view of social processes rather
than the development of skills.

This represents a shift

in

curriculum development.
The description of other authors about different
curriculum transformation projects points to the need for
administrative support,
approaches,

systematic staff development

change of attitudes among students and teachers,

need to assess the climate and learn about the background of
the

institution in women's studies

process,

issues,

goal

and contradictions within the projects
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setting
(Schuster &

Van Dyne,

1983;

Schmitz,

1985).

They also recognize the

need to carry on initiatives towards transformation in
primary and secondary schools'

core curriculum.

The

transformation at that level needs to have an important
feature,

a

feature that sex educational

emphasize enough:

equity did not

the transformation of knowledge through

women's experiences and the experiences of the oppressed.

Summary and Conclusions
This chapter has

focused on the identification of

issues on educational equity as it relates to women.
Strategies

for achieving equity have also been discussed.

A

connection between the public and private spheres of the
society,

on one hand,

on the other hand,

and the overt and hidden curriculum,

has been drawn in this chapter.

from the United States,
well

Korea,

as Puerto Rico has been reviewed.

research has
ways

Spain,

Research

and Costa Rica,

as

Most of this

focused on the hidden curriculum or the subtle

in which the overt curriculum transmit inequities,

therefore still a part of the hidden curriculum.
argument that gender educational
concerned with both,

It

is my

equity needs to be

the overt and the hidden curriculum.

This could be achieved through the questioning of the
existing body of knowledge which is transmitted by the overt
curriculum.

Furthermore,

the hidden curriculum needs to

become overt.
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I will draw some conclusions and thoughts that came to
mind while writing this chapter and at the same time doing
more practical work on the topic of educational equity.
The hidden curriculum needs to be unfolded and,
same time,

at the

the overt curriculum needs to be transformed.

This could be done by understanding the role that curriculum
plays and analyzing the schooling process as a part,
reflection of a larger society.
understand and question the
the

In addition,

we need to

"ideological messages that shape

form and content of school knowledge"

61).

and a

(Giroux,

The curriculum must be a central topic

1983,

p.

in the building

of an education that proposes the transformation of the
society towards a just society.
Women's studies programs,
studies programs,

as well

can provide a model

as Black and Latino
for unfolding the

hidden curriculum and transforming the overt curriculum.
This process

is possible

the existing one

if new knowledge

is questioned.

is developed and

The development of new

knowledge will be accomplished through methodological
approaches that account for the experiences of more than
half of the world's population:
the most

women and girls.

This

is

important contribution of women's studies programs.

Nevertheless,

the approach of women's studies programs

and other programs with similar approaches,

is not the sole

or unique strategy to achieve equality and a just society.
If so,

the building of theories and the discoveries of
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realities will be left to a group that could become an elite
in academia.

The role of educational practitioners

in

discovering those realities needs to be emphasized.
Educational practitioners need to have an active role in
building up theory,
In doing that,

research and in designing curriculum.

schools of education and educational

research

initiatives have an important role to play.
In addition,
curriculum,

it is

important to document how the hidden

particularly those parts of the hidden

curriculum that are transmitted through the classroom
organization and climate are reflected in Puerto Rico.
suggested before,

As

the meaning of equality for Hispanic

countries may have an impact on day-to-day life of schools.
Moreover,

the critique made earlier to the study "Training

Puerto Rican Female Students to Overcome Math Avoidance"
(Inter American University,

1988)

points to the need to re¬

contextualize and to explore the issues

in-depth.

Throughout this chapter the connection of gender to
other issues of oppression,
has been discussed.

particularly class and culture,

A thorough understanding of them needs

to be based on certain assumptions.
be understood as more

are different,

none of them can

important than the others.

should not be a hierarchical
of oppression.

First,

Second,

There

structure based on these types

the sources and the manifestations

therefore,

the strategies developed to

overcome them need to account for the differences while,
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at

the same time,

understanding that the goal

existing conditions of oppression.

is to eradicate

Connected to this point

is the understanding that the vindications that have been
achieved by an oppressed group should not represent
oppression for other groups.

On the contrary,

forward in the struggle against oppression.
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it is a step

CHAPTER III

METHODOLOGY

Theoretical

Framework

Introduction
In the study of the social world,

researchers are

confronted with different and complex problems.

Once the

problem is defined

(or

computers)

in the minds or in the papers

of the people who are conducting the research

enterprise,

the next step seems to be to select a

methodology that is best suited to the
However,

there

is a process

identified problems.

in which the researchers

discover the problems as they go in the research and there
is also a process

in which the problem is not clearly

identified in advance

(to be able to

complexities of the social world).
process

Moreover,

in which the subjects or participants

study take an active part
1981).

investigate the

in a research

in the research process

The exploration of the

problems to be

there is a

(Heron,

issues that comprise the

investigated is an adequate and sometimes

necessary approach to research.
An important aspect that needs to be discussed in the
selection of a methodology is the integration of the
to be explored with a methodology that,

more than a tool,

part of the content of the issues to be explored.
where the

integration of content and

issues

This

is

form becomes just two

aspects of the same process of inquiry,

in which the

is

methodology and the problems merge into the same entity.
Within this context we need to examine the discussion about
qualitative and quantitative paradigms.

Quantitative vs qualitative Research
One of the differences between qualitative and
quantitative research is the
Qualitative research is
quantitative is
1984.

p.

15).

in the form of words while

in the form of numbers

& Huberman,
for

While quantitative research is modeled after

sciences,

qualitative research has been influenced

by anthropology and other social
However,

(Miles

The form is also a mirror of the models

each paradigm.
natural

form that each paradigm takes.

the means

sciences.

for conducting a study is a

reflection of its content.

An important area of concern is

the possibility of objectivity in the knowledge process.
The quantitative paradigm claims to be objective while the
qualitative seems to be essentially subjective.
the discussion,
debate.

generalization of results

As part of

is an area of

The paradigm modeled after the natural

sciences

claims to be able to generalize its results to similar
settings.

On the other hand,

qualitative approach because

critiques have been made of
it cannot claim

generalizability.
In its historical development,
been influenced by the natural

the social

sciences have

sciences and by their models
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different types of sexism in research.

Androcentricity has

been defined by this and other feminist scholars
1986;

Harding,

1987;

Roberts,

from a male perspective.

1981)

(Moreno,

as the view of the world

In this perspective,

seen as passive objects rather than subjects
The second category analyzed by Eichler

women are

in history.

(1989)

is

overgeneralization which is closely related to
overspecificity.

The author points out that this type of

sexism could be found in studies
under investigation is

in which the population

from one sex,

generalized to both sexes.

but the results are

The third category is gender

insensitivity where the researcher does not consider that
the sex of the subjects

is an important variable

in the

study.
Double standards
to evaluate,
female.

is the utilization of different means

treat or measure identical behavior of male and

Sex appropriateness

instance of double standard.

is defined by the author as an
In this case traits and

attributes are assigned only to one sex or the other and are
treated as more

important for the sex to which they have

been assigned.

The sixth category that Eichler

(1989)

discusses

is also an instance of a previous category.

Familism,

as an instance of sex insensitivity,

researcher treats the
analysis

family as the smallest unit of

instead of individuals within the

sexual dichotomism,

an

is when the

family.

instance of double standards,

108

Finally,
is the

treatment of both sexes as two entirely discrete groups as
if one were not

influenced by the other

The author argues that this

1989).

form is usually seen as a way to

overcome gender insensitivity.
sexism because

(Eichler,

However,

it is a

form of

it exaggerates sex differences and it does

not recognize the differences and similarities between the
sexes.
In summary,

the author focuses on and makes a critique

to the existing biases of traditional
previous discussion,

it

is

research.

From the

important to capture the

idea

that qualitative research recognizes that the knower,
human being,

as a

cannot be separated from the social milieu.

It

follows

from this discussion that bias could be an accepted

feature

in qualitative research.

However,

we also need to

point to the discussion of Mitroff and Kilmann
1981)

about the typology of social

describe

four type of researchers:

(in Reason,

scientists.
analytical

particular humanist,

They
scientist,

conceptual

theorist,

humanist.

According to the authors the first one is

concerned with precision;

and conceptual

the conceptual theorist is

concerned with speculative theory;

while particular and

conceptual humanists are concerned with the production of
social

science for human growth,

awareness and welfare.

qualitative researcher is closer to the conceptual
particular humanists described in this typology.

and the
From a

humanistic point of view oppression is not accepted.
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The

Sexism

is an instance of oppression,

therefore,

the argument that

bias -in its oppressive form-

is accepted in qualitative

research cannot be tolerated.
Harding

(1987)

discusses the characteristics of

feminist research and its
approaches.

implications

for methodological

The author states that feminist research has

three major characteristics.

First,

it studies the

systematic social construction of gender which consists of
the ways

in which masculinity and feminity are defined and

constructed.

Second,

questions and problems

feminist research puts

forward

from the perspective of women.

This

research tries to explain phenomena that responds to women's
needs and problems as defined by women.
is responsive to women's needs.

Third,

In other words,

it

it recognizes the

role and ideological constraints of the researcher.

These

ideological constraints consists of the lenses of race,
gender,

class,

Weiler
in

and culture.

(1988)

states that there are three major themes

feminist methodology.

First,

feminist researchers start

from a position in their own oppression.

Closely related to

this

is the rejection of value-free research on the grounds

that

it

is neither desirable nor possible.

Second,

there

an emphasis on lived experiences and the meaning of such
experiences,

a phenomenological approach.

Weiler

(1988)

argues that the emphasis on lived experience is not to be
used as an argument to validate the dichotomy between the
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is

private and public spheres because women are not isolated in
society.

On the contrary,

women are part of a society

dominated by males in which women have subordinate roles.
Instead,

it should be used to unfold the connection between

the private and the public spheres and between production
and reproduction,

central concepts in Weiler's

theoretical framework.
by the author,

Finally,

(1988)

feminist research,

is committed to social change.

as seen
She

states:
...for feminists, the ultimate test of
knowledge is not whether it is 'true'
according to an abstract criterion, but
whether or not it leads to progressive change
(Weiler, 1988, p. 63).
In a survey study of feminist research Callaway

(1981)

states that "the development of research on women and
research by women
in methodology,
expression"

[. . . ]

has led inevitably to new approaches

theory construction,

(Callaway,

1981,

p.

457).

and modes of
As part of this

discussion the author points out that in feminist research
the distinction between the object and the subject are
challenged.
In the same line as Eichler
Weiler

(1988)

(1989),

Harding

(1987)

and

this author criticizes traditional research

for its androcentric nature and its treatment of women as
objects in the knowledge process.

However,

the solution to

the problem of androcentrism in research is not a mere
addition of women or the sex variable into the traditional
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research.

As this author states:

quantitative.
qualitative
social

"addition is only

Something different was required:

're-vision',

sciences"

a

not only in history but in all the

(Callaway,

1981,

p 465).

This will

require

making research relevant and accountable to women's
experiences and perspectives.
within,

Knowledge is developed from

from the experience of people who live the social

phenomena.

The development of understanding is more crucial

than the development or acquisition of knowledge.
Qualitative researchers share with feminist researchers
a wide variety of points of view.

First,

they reject the

possibility of objectivity in the process of acquiring and
developing knowledge.

In addition,

these perspectives do

not intend to generalize the results of the studies.

They

also caution against the possibility of generalization in
quantitative research.
limitations.
questions

Both recognize that knowledge has

In addition,

the statement of problems and

in research are major areas of concern for these

two perspectives.

The way in which research questions and

problems are stated has an impact on the research design and
results.

Due to the complexities of the social world,

questions can have multiple answers and problems can have
multiple solutions.
Another area of convergence
and his or her approach to the
researcher has constraints,

is the role of the knower

'subject to be known'.

The

the researcher is a human being
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in a social and cultural context and is
context.
also

The

'subject'

influenced by that

to be known is an individual who

is

influenced by the context and takes an active role in

the research process.
There

is also a recognition of the

that comprise the human experience.
factors are the lenses of class,

ideological

These

gender,

factors

ideological

race and culture

with which we approach reality.
Qualitative research and

feminist research point to the

need to conduct research in which the lived experiences of
human beings are the

focus of the process of

phenomenological approach to research,

as a

inguiry.

A

form to

understand the lived experiences and the subjectivity of
human beings would be briefly examined.

Phenomenology
Patton

(1983)

describes the phenomenological tradition

in gualitative research as one in which the researcher has
an active role

in the research process.

According to this

author the researcher does not come with presuppositions,
categories or sets of guestion to be asked of the people who
will take part of the research
199).

(Patton,

1983,

p.

45,

198-

At the center of the phenomenological approach is an

interest to know "how the world is experienced" by the
actors

(Bogdan and Taylor,

in Patton,
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1980,

p.

45).

Alfred Schutz

(1967)

in his book The

the Social World developed a theoretical

Phenomenology

of

approach for

phenomenology that contributes to the understanding of the
social

reality that is the subject of

Schutz

"the meaning of an action is known by the actor,

by an observer"

(Schutz,

1967,

p.

inquiry.

27-28).

According to

However,

not

the

actor does not provide meaning for every single act that he
or she has experienced.

There is a distinction between the

"unreflective taking of the world
duration)
world)"

(the inner stream of

and the realm of reflection

(Schuman,

1982,

p.

198).

(the spatial-temporal

For Schutz

not all the

experiences have meaning,

but the experiences that are

"grasped reflectively"

(Schutz,

Phenomenological

do

1967,

p 67).

experiences are the ones that are reflected

on.
Schutz

(1967)

also makes a distinction between

objective meaning and subjective meaning.

The

first one is

the meaning that the interpreter of the speaker can grasp.
Nevertheless,

it is not the real meaning of the action.

Subjective meaning is the meaning that is kept in the mind
of the speaker

(Schutz,

1967,

p.

134).

The starting point

to understand the subjective meaning of the action is the
objective meaning.

The researcher needs to start out from

the objective meaning and

from there,

subjectivity of the speaker.
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discover the

The goal
view,

of

is to get

inquiry,

from a phenomenological point of

into the reflectively grasped experience

from the point of view of the participant,
"inner voice"

(Seidman,

1985,

p.

"intersubjective understanding"

22)

to get to the

and to the

(Schutz,

1967)

of the

experience.
The subjectivity of human experience is grasped through
the elements that constitute their lives.

Therefore,

the

research needs to focus on the context of participants'
experiences as well as the meaning of the experience.

The

context of their experience could be grasped through their
discussion of the background or biographical
just as a mere reference,

but as a

reference,

not

flux of consciousness

that enabled the participant to make meaning.
Phenomenology is concerned with the construction of
subjectivities as the constitutive element of understanding.
The goal

is to gain the

insider's view from his or her own

perspective.
In the reconstruction of the experience,

participants

need to reflect on the experiences that they have described
in details to the researcher.
not all

is that

lived experiences are going to be discussed by the

participants.
First,

An assumption here

There are several reasons

for not doing this.

past and present experiences cannot be told to the

researcher in a short period of time.

Second,

it

is not

expected that the participants will have memories of all
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their experiences,
under study.

even when these are related to the topic

Third,

their experiences.

they may not want to share some of
The participants reflect on those

"discrete experiences"

(Schutz,

1967,

reconstructed during the interviews.
are the ones that the participant have

p.

41)

that they have

Discrete experiences
"distinguished

[...]

from the abundance of experiences coexisting with it,
preceding it,
However,

and following it"

(Schutz,

1967,

p.

41).

the phenomenological approach provides

for the

meaning even within the reconstruction of the live
experience because that reconstruction is a meaning-making
act.

This cannot be separated from the idea that the

meaning has

its own context.

This

"synthesis of a higher order"

"meaning context"

(Schutz,

1967,

p.

is a

75).

The meaning that the participants make of their
experiences

is a reflection of the background history of the

experience and the details of the actual
(Seidman,

experience

1985).

Integration of content and Form
After this discussion on the debates of the qualitative
and quantitative paradigms,

and the contribution of feminist

research and the phenomenological approach,

it is time for

the merging of the methodology with the topics under study
or it is time to integrate the content and the

form.

It

time to concretize the idea that content and form are two
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is

aspects of the same process of

inquiry,

in which the

methodology and the problems under study merge into the same
entity.
I need to start by stating that language is the main
tool
of

for the research that I conducted.

information,

the selection of participants'

presentation of the results,
for the research.
form of words,
research.

words and the

language has been the main tool

The data gathered in this study is

in the

a major characteristic of qualitative

I acknowledge that language and language

translation are limitations
this point
point

In the collection

for the study.

I will

in another section of this chapter.

is that this study uses language
On the other hand,

return to

The main

instead of numbers.

one of the purposes of this study

to explore gender issues.

is

The use of the word gender

carries an understanding of the complex social construction
of human beings based on biological differences.

It is also

a recognition of the oppression to which half of the
population has been submitted.
The goal
concrete

"a

individual- and his or her being in the world"

(Schuman,
historical
central

of this research is to study individuals

1982,

p.

192).

Therefore his or her social

context and concrete experiences

and

in the world are

aspects explored in this research.

Finally,

this study has been conceptualized with an

understanding of the complexities of human realities.

117

In

the study of complex issues,

holistic approaches are needed.

I understand the need to use a qualitative paradigm to study
these problems.

These human realities,

which are framed in

a historical and cultural context are not just complex but
rich in content.

It is precisely the richness of individual

experiences that this study intends to capture.
The starting point

for this research is the experiences

of individuals who are engaged in a particular type of
action:

integrating gender equity into the curriculum.

Therefore,
the

we need to understand the experiences of each of

individuals who are part of this collective experience.

People are not objects

in a specific time

frame.

They also

have backgrounds and memories that contribute to the
construction of their being in the world.

How do people

make meaning of their being in the world is an important
question in the phenomenological approach.
The phenomenological approach allows the researcher to
unfold those realities

from the participants'

The point of view of the participants,

perspective.

their experience and

the meaning they make out of these experiences are central
to this type of research

(Seidman,

1985).

Research Project
Introduction
In this section I will describe the steps that were
taken

for conducting this study.
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The discussion on

qualitative,

feminist and phenomenological research provides

a theoretical background for understanding the methodology
that was actually used.
The goal of this study is to document and understand
the experiences of teachers who participate in the Project
on Gender Educational Equity sponsored by the Commission for
Women's Affairs,
of Puerto Rico,

the School of Education of the University
and the Department of Education.

Their

experiences in curriculum integration regarding gender
equity are in a historical context and have different
meanings.

Their meanings as a "synthesis of higher order"

are explored.

In order to grasp their experiences

reflectively we need to hear participants'
Therefore,

voices.

the study is conducted through in-depth

phenomenological interviews.
The problems that have been presented comprise a wide
range of issues which will be the focus of the research.
These are:
previous experiences with gender educational
equity and curriculum change;
current experience in the Project;
conflicts that participants have in their effort
to integrate gender educational equity into the
curriculum;
topics, activities and strategies that teachers
use in their classroom to integrate gender
educational equity;
the dynamics of the hidden and the overt
curriculum as experienced by the participants;
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the meaning of the experiences for the
participants.
To understand their experiences we also need to have an
understanding of the educational setting in which the study
was conducted.

Therefore,

I will turn my attention to a

description of the Project on Gender Educational Equity and
the educational milieu where the teachers have their
experiences.

Afterwards,

I will position myself in the

Project as well as in the research enterprise.

In addition,

I will describe the steps taken for gathering and analyzing
the data.

Finally,

I will discuss some issues about

language translation.

Educational Setting
Since March 1990 the Commission for Women's Affairs has
been conducting a Project on Gender Educational Equity at a
public elementary school in the northeastern town of the
Island.

The goal of the Project was to integrate gender

educational equity into the curriculum through teachers'
involvement in curricular change.
This school is one of twenty-five
public schools on the Island.
characterized by:

(25)

non-graded

Non-graded schools are

promotion of students once they develop

appropriate academic skills at each level; teaching of mini¬
courses developed by teachers according to the needs and
interests of students ? and encouragement of students'
participation in school organizations set up by the school
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staff.

The school is well known for participating in

several projects such as:
Elementary Level,
Schools,

Writing to Read,

Advanced

Socio-Educational Program,

Ombudsman Project,

among others.

Effective

In addition,

the

school was recently certified by the Middle States
Association.

It was one of three schools that participated

for three years in the certification process as part of a
pilot project.
The school is located in a middle class neighborhood in
the heart of one of the town's "urbanizaciones"8.

The town

has been traditionally known for being one of the towns in
Puerto Rico where darker skinned people live and where
return migrants are concentrated.
In Puerto Rico school assignments are based on the area
of residence,

therefore enrollment in the school is almost

exclusively of children from the neighborhood.
Early in the Project all of the teachers from this
school participated in a series of workshops whose purpose
was to sensitize them to issues of sexism and to discuss
some general strategies to overcome inequity.

Four

workshops were conducted for three hours each in which the
following topics were discussed:
Socialization Process;
Violence Against Women and Education;

8"Urbanizaci6n" or subdivision are mostly single family owner
occupied homes that started to develop in Puerto Rico in the 50's.
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Legal Aspects of Sex equity in education;
Evaluation of Instructional Material
Strategies
for Change.
The workshops were

and,

and

facilitated by specialized personnel

from

the Commission for Women's Affairs.
After the workshops some of the teachers,
social worker,

the school

the librarian and the school counselor

volunteered to participate in the next phase of the Project
which consisted of technical assistance to enable the
participants to
curriculum.
year

integrate gender educational

equity into the

There was a meeting at the end of the school

in which participants discussed the goal of the Project

and the needs to be addressed in the next phase.
meeting had the participation of the teachers,
Director,

and staff

This

the school

from the Commission including the

researcher.
During the summer of 1990,

the School

of Education of

the University of Puerto Rico joined the Project which then
became a collaborative Project between the Commission for
Women's Affairs,

the School of Education of the University

of Puerto Rico and the Department of Education.

It was

during this period that the next phase of the Project was
designed

in more detail.

As part of a signed agreement,

the

Commission for Women's Affairs conducted the previously
mentioned workshops with students and professors of the
University.

In the

students were placed

first year of the Project,

some of these

in the school during their student
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teaching experience and participated in some of the
activities developed for the next phase of the Project.
Other parts covered by the written agreement and signed
by the Chancellor of the University of Puerto Rico,

the

Secretary of Education and the Executive Director of the
Commission for Women's Affairs were:
On a voluntary basis, teachers from the school
will participate developing curricular guidelines
free of sexism for the regular program;
Teachers can volunteer to participate in the
development of curricular guidelines aimed towards
the prevention of violence against women;
The School of Education of the University of
Puerto Rico will provide technical assistance for
curricular change;
The School of Education of the University of
Puerto Rico will place student teachers at the
school and encourage them to participate in the
Project.
The Commission for Women's Affairs will provide
the training and technical assistance to review
the curriculum and develop curricular guidelines
free of sexism;
-

The Commission for Women's Affairs and the School
of Education will participate in the process
evaluation of the Project.
The Department of Education will evaluate the
impact of the Project.
The Department of Education will incorporate the
curricular guidelines developed in the Project
into the regular curriculum for the whole school
system.
The Commission for Women's Affairs will coordinate
the efforts of the three institutions.

In the Fall of 1991 the next phase of the Project was
initiated.

This phase was supposed to last one school year,
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from September 1990 until May 1991 with the possibility of
extending it
The

for an extra year.

first semester of this phase consisted of:

- Weekly meetings between Project
participants and staff from the Commission to
evaluate curricular guidelines and develop
strategies for change. Meetings lasting 50
minutes were held. Professors were to
participate in these meetings according to
the needs assessed in the process.
- Three workshops on curriculum evaluation
and sexism, sexism and instructional material
and classroom organization and climate were
held. Each lasted two and a half hours. The
goal was to develop skills and strategies
that would enable teachers to engage in
curricular change. Student teachers were
invited to participate. Resources for this
workshops were provided by the Commission and
the University.
- Two seminars on Critical Thinking and
Gender and Cognitive Styles and Gender.
Participants also shared their experiences in
integrating gender into the curriculum. Human
resources for these seminars were from the
University and the Department of Education.
Participants included teachers, student
teachers, university professors, and staff
from the Commission.
- Weekly meetings with interested
participants (teachers) to develop mini¬
courses. From the topics proposed by the
Commission and the University (Peace for
Women, Sex Education and Oral History) only
Peace for Women was developed further by a
teacher and staff members from the
Commission.
Some educational
school

community

activities were also developed for the

in which parents,

teachers have participated.
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students and other

In the second semester of the first year

(Spring

1991)

activities were planned considering the problems and needs
that emerged in the
semester.

implementation process

in the previous

In the second semester participants met for two

hours every two weeks to participate in different
activities.
The

These activities were planned in three cycles.

first cycle

materials.

focused on the development of non-sexist

The second cycle focused on techniques

cooperative learning.

The third cycle,

thinking and questioning techniques,
to scheduling problems.

about critical

could not be held due

In each one of the cycles,

participants were able to evaluate curriculum,
develop strategies to eliminate sexism,
strategies and make a

for

discuss and

implement the

formative evaluation of the selected

strategies.
Although it has been difficult to
(time,

space,

short courses

and people)

find the resources

for the development of the three

initially planned,

the one concerning the

prevention of violence against women has been planned and
partially implemented during the second semester of the
technical
course,

assistance phase.

In the development of this

one of the participants of the Project has received

technical

assistance

from staff members of the Commission

specialized in issues of domestic violence and violence
against women.
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In addition to these services provided directly at the
school,

several committees were organized at this stage of

project development with the participation of university
professors and the staff from the Commission that was
working in the Project.

The main objective of the

committees was to address some of the needs of the Project.
These committees were:
areas;

instructional materials and subject

evaluation committee;

student teachers and pre¬

teaching experiences committee;
committee;
teachers

workshops and seminars

coordination committee.

University students and

from the school did not participate

committees.

However,

in these

meetings were scheduled between

representatives of the three main components of the Project.
The purpose of these meetings was to evaluate the process
and

implement new strategies to solve the needs and problems

that emerge in the process.
After a meeting held in May
components
and staff
that,

1991 by the three major

(professors of the School
from the Commission)

of Education,

there was an understanding

for documentation and follow up purposes,

needed an extra year.
previous meetings.
an extra year,

the Project

This issue was also discussed in

Since the written agreement provided for

the Project was extended until May

In the second and last year changes were made
organization and programming of activities.
respond to time,

teachers,

1992.
in the

These changes

resources and scheduling constraints.

126

There was also a need to promote the

integration of the

different components of the Project:
from the Department of Education,
staff

the school,

University professors and

from the Commission for Women's Affairs.

In addition,

during the last year of the Project participants
the documentation of curricular strategies to
change.
model

personnel

focused on

implement

This was largely done through the development of

lessons plans and a mini-course to prevent violence

against women.

University professors participated more

often in the planning and implementation of activities.
addition,

curricular technicians

In

from the Department of

Education participated in the activities and collaborated in
the planning and implementation of workshops.
Monthly meetings were held at the school or in a
resource center close to the school.

Participants of the

different components of the Project attended these meetings.
Teachers were placed in teams

in which one representative

from the School of Education of the University of Puerto
Rico or one representative

from the Commission for Women's

Affairs provided technical assistance.

Representatives

from

the Department of Education were invited and occasionally
participated

in meetings held by the teams every two weeks.

The time allowed by the school administration for these
meetings was the planning period of the teachers.

This had

represented a major constraint in the Project because
teachers are expected to plan and develop other school
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activities during the same period.

In the monthly meetings

participants discussed equity issues,
for change,
received

presented strategies

shared the work that each team was doing and

feedback from the group.

The teams were defined as

the production unit of the Project,

in these teams problems

of sexism in the curriculum were identified and strategies
for change were developed.

The goal of one of the teams

compounded by a teacher and a staff member of the Commission
was to develop the mini-course to prevent violence against
women.
This study is

framed within the context of this Project

on Gender Educational Equity.
of eleven teachers

I

focused on the experiences

in integrating gender educational equity

into the curriculum.

My involvement

in the development of

the Project needs to be discussed.

Personal

Involvement:

Who am I

in this Process?

An important issue in conducting this type of research
is the

involvement of the researcher in the research

process.

In this particular study,

discuss the role that I,

it is

as a researcher,

important to
have

in the whole

Project.
As stated previously I played an important role
development of the Project.
developed and
Commission

in the

It has been conceptualized,

implemented by the Research Unit of the

for Women's Affairs of which I
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am the Director.

In the process of developing and implementing this Project I
took on an active role.
in this process:
Consultant
Assistant

Dr.

Two other researchers participated

Zoraida Santiago,

for the Commission,

Educational Equity

and Edison Viera,

Research

for the same agency.

As a team we went through the process of developing the
idea of a model project initially suggested by Dr.
Rivera

(currently,

Dean of the School

University of Puerto Rico)

of Education at the

in the Round Table for Sex equity

in education that the Commission held in January,
(Commission for Women's Affairs,

1991).

for the Project,

developed

held meetings with officials

the Department of Education,
schools,

1989

We established

contact with the Department of Education,
proposals

Diana

in

made site visits at two

selected the school,

coordinated and conducted

training sessions during the first phase of the Project and
follow up on details of the implementation.
For the next phase of the Project,

Carmen Rivera joined

the Project to provide direct technical assistance to
teachers.

During this phase we worked as a team to

conceptualize,

develop,

and implement the technical

assistant phase of the Project.

The experiences and

formative evaluation made on the first semester of this
phase were instrumental
the second semester.

in the development and planning

for

Insights provided by Alicia Gonzalez,

another Research Assistant

for the Commission,
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have been

important

in the

implementation and evaluation process.

Faculty from the School of Education of the University of
Puerto Rico were also

instrumental

in the planning and

development of the technical assistance phase,
the formative evaluation of the Project.
provided by Dr.

Vanessa Bird,

as well as

in

The services

who joined the team from the

Commission as Consultant during the second year of the
Project,

and the curriculum technicians from the Department

of Education were also
were the most
developing,

instrumental.

Project participants

indispensable resource for planning,

evaluating and implementing changes both at the

organizational

level and at the curricular level.

The collaboration of the School of Education from the
University of Puerto Rico has enabled the Project to have
consulting staff and student teachers.
year of the Project,

During the first

some student teachers were assigned to

some of the teachers that were participating in the Project.
This brief description is

important to understand the

role that I played in the whole setting.
the role of project director,

and,

On one hand,

on the other hand,

I had
the

Project has the participation of a group of human resources
who deliver services,
resources,

conduct evaluation,

plan and organize activities and provide support

services to the Project.
the research process.
actor?

coordinate

In other words,

But,

what does

I am an actor

in

it mean to be an

I will briefly discuss what it means for me to be an
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actor and draw some

insiahts

objectivity and subjectivity

from the discussion about
in the research process.

The assumption that research is objective
major misunderstandings
paradigm.

is one of the

of the quantitative research

People who do research are human beings who are

influenced by the social milieu where they conduct the
research.

In addition,

they have their own life stories and

experiences that contribute to the meaning they make of
their social

environment.

work of researchers
process.

Those experiences permeate the

from zhe beginning of the research

From the moment: they conceptualize a problem and

ask questions that they would like to answer,
they present the
findings

findings

to the way

and draw conclusions about their

(for a detailed discussion of objectivity and

subjectivity

in the research process,

pp.

My case

33-44).

Experiences

see Bertaux,

is not an exception to this.

in my life have shaped the decisions that I

made according to the options that I had.
particularly true

1981,

This

in terms of my academic work.

is
I have gone

through a schooling process that was biased against girls
and women.

Even when I

did not realize

it,

I

lived the

experience of been segregated and discriminated against at
elementary and secondary school due to my sex and the role
the social

system assigned me as a woman.

At college,

selection of an area of study was also shaped by
oppression.

I

my

issues of

clearly remember that I decided not to study
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math or a math related

field,

college academic counselor
most skills,
English,
since

a

although according to the

it was the area

because college texts

subject that I did not

first grade to study

teaching of English

for which I had

in that field were
like because

I was

it as a subject matter.

in
forced

The

in Puerto Rico has a long history of

oppression and resistance.
Experiences that
student and

in my

I had while I was a secondary school

first year of college contributed to my

understanding of oppression.
select philosophy as a

Those experiences

led me to

field of study in my college.

also led me to take action

It

in the struggle against

oppression during the same period.

It

is with that

understanding that I decided to move to the United States
where I had the chance to teach in an adult learning center
for Latinos.

Once again

my everyday experience.

issues of oppression were part of
Once again,

I decided to acquire

knowledge and skills that would enable me to make a
contribution to change the existing conditions of
oppression.
My concern
life.

I

for women's

am a woman,

issues has profound roots

and as a woman I have been

discriminated against and oppressed.
understanding of the world,
carry with me,

will

in my

my

with the experiences that

shape the

terms of the subject of

Therefore,

I

focus of my study not just

inquiry,
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but also,

in

the methodology

of the
in a

inquiry and the ultimate goal

research topic.

I

limitation,

is an asset

know that

am not alone

I

for which I get engaged

recognized that this,

more than a

in the research enterprise.

I

also

in my understanding of these

issues.
In the article
Judi Marshal

"Making Sense as a Personal

Process"

states:

My bias is something I appreciate, it's part
of me as a researcher.
And while it is
important for me and for others to recognize
my bias, it really is what I can give as a
researcher, it is my contribution, it's
coherent and it's felt and it has all these
other qualities which make me value it more
than a detached attempt to be objective.
I
work from a particular position; I appreciate
other positions, and I feel that each has its
own integrity and its own validity (Marshal,
1981, p. 399).
Schuman

(1982)

also makes a clear point about this

problem when he states that

"the questions of a study will

reflect not only the method of studying,
prejudices of the cultural
1982,

p.

(Schuman,

I

also understand that the knowledge that

acquire about the experiences and meanings of other

persons are

limited.

the teachers.
Puerto Rico.
to

setting of the study"

32).

Nevertheless,
I

but also the

I do not have the same experience as

I have not taught

in a public school

in

I do not have to deal with curriculum change

integrate gender educational

have to deal with the everyday

equity as they do.

I do not

issues that teachers confront

when they are doing this work.
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However,

I have a connection

to their work and to

issues of oppression.

the connection to the Project,
oppression,

is precisely

the connection to

issues of

the understanding of the need to take action to

change unfair situations,
do this

It

research.

It

what enables me as a researcher to

is precisely my involvement with this

Project,

my participation on the different phases of the

Project,

my understanding of

its goals,

and my

identification with the details of the Project that enable
me to do this research.
In the same vein,
states

"the more

knowledge

is,

(Bertaux,

1982,

Ferrarotti

(cited

in Bertaux,

1982)

intimately subjective sociological

the deeper and more objective it becomes
p.

40).

However,

I understand that the

following steps are needed in order to get at the most
accurate understanding of the experience without being
unfair to the participants and to the whole research
process.
tape record and transcribe the

interviews;

appreciate the contribution of each
participant with a sense of totality;
establish categories as they emerge from the
material and not superimpose categories on
them;
keep a chart of participants'

categories;

focus on documentation and not on
In addition,

while doing the

interviews I

followed some

of the recommendations made by Miles and Huberman
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"judgment".

(1984,

pp.

233-234)

to avoid bias stemming from the effects of the

research on the site and viceversa.
stay as

This

included:

long as possible on the site;

do some of the

interviews off site;

portray a humble attitude and not
overemphasize my role in the Project or in
this particular research;
inform school director about the research and
its purpose;
keep research problems

in mind.

I will turn my attention to the description of the
study.

Hands on Experience:
The eleven

From theory to the Field

female teachers who participated

in the

Project on Gender Educational Equity were asked to
participate

in this study.

male teachers,
This

Although the school has a

they did not participate

few

in the Project.

is consistent with the trend in elementary education

where the

largest percentage of school

teachers are women.

The Department of Education requires that studies conducted
in the School

System be approved by the Assistant Secretary

for Planning and Evaluation.
submitted
January,

A letter and a proposal were

for this purpose and approval was received

in

1991.

Although not all

of the teachers participated

Project since the beginning,

in the

they started to participate

the most crucial phase of the Project:
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technical

in

assistance.

Special provisions were taken to

into the Project,

integrate them

such as distribution and discussion of the

material that was used in the workshops conducted with the
teachers.
school

The school

social worker,

the librarian and the

counselor who participated in different phases of the

Project were not approached to volunteer for this study
because they are not engaged

in curriculum development as a

central part of their experience.

Although they organize

activities that are related mainly to the hidden curriculum,
curriculum is not a central aspect of their experience.
Participants were asked to sign a written consent form
(see Appendix A).
the research,

The consent

form covers the purpose of

the questions that structured the

the time commitment needed from them,
going to be disseminated,
(Seidman,

1991,

participants'
research.
unique

p.

48).

interviews,

how the results were

and the rights of the participants
Confidentiality and protection of

identity has been a matter of concern for this

Since the Project is known on the Island and is

in Puerto Rico,

not an easy task.
consent form.

This

However,

protecting participants'

identity is

is also recognized in the written
I took special

steps to protect

their identity such as:
participants are identified by a pseudonym,
material that makes the participant
vulnerable is not shared as part of the
analysis or display of the results,
material is discussed as a group instead of
the individual case, vignette or profile,
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data that is judgmental of other Project
participants, such as teachers, school
director, or people who represent the
institutions that collaborate in the Project
is not presented.
These participants represent different grade levels and
subject matters.
grade,

teach all

Three of them,

as teachers K through third

subject matters but English.

science teachers;

one

Two are

in fifth grade and the other in sixth

grade.

Another teaches theatre for children 4th to 6th

grade.

There are two teachers

program.

in the special education

One participant teaches English to 6th grade

children and one teaches social
students.

The last one

studies to fourth grade

is a resource teacher who provides

services to children who need more practice

in certain

reading and writing skills.
All the participants have completed a bachelors degree
in one of the universities or colleges on the Island.

Ten

of the participants majored in education while one of them
majored

in liberal

education,

Most of them majored

in elementary

although some of them have done double majors

including English,
education.

arts.

science and Spanish for secondary

One of them has continued to study towards a

Master's Degree while three of them have taken graduate
courses.

Another participant completed a Masters Degree in

Education and is working towards her Doctoral
The average age of the participants

is

Degree.

38 years old,

although there are two in their late forties and one who
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is

25 years old.

Three of the participants have been teaching

in the public school
have been

system for more than 20 years,

for more than ten years,

while four of them have

been teaching for less than ten years.
experience

is

four

The average years of

13 years although three of them mentioned

teaching experiences before they started in the public
school

system.

The school
average,

is well known by the participants who,

have been teaching there

for seven years.

them have been teaching in the school

and 9 years.

of the participants have taught in the school
and for one,

this

Three of

for more than ten

years while two have been teaching for 8

or less,

on

Five

for five years

is her first year teaching at

this school.

Interviews
To get into reflectively grasped experience,
on in-depth interviews as the main tool
During the

interviews,

I

focused

for research.

participants were asked to

reconstruct their past experience,

the details of their

present experience and the meaning they make of that
experience.
The structure
Schuman

(1982)

for the

by Seidman

with a series of eight

interviews has been adapted
(1991).

The

first author worked

interviewing sessions,

of which was a group session.

Seidman's
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from

the last one

(1991)

proposal of

a series of three
adopted

in a 90 minutes

format was

for this study.

In the

first interview the focus was on the background

of participants'
interview was
Project

interviews

experience.

The main question in the

"How did you come to participate

first

in the

for Gender Educational Equity whose objective is to

integrate gender into the curriculum?"

Previous experience

with gender issues and curriculum change were explored
through this

interview.

those experiences

They were asked to reconstruct

in details.

The second interview focused on the present experience
of the participants.
detail what it is
Project,

Interviewees were asked to describe

like for them to participate

what it is like for them to

the curriculum.

Through this

in

in this

integrate gender into

interview the topics,

strategies and activities that they conduct in their
everyday experience were discussed.

The goal was

for them

to reconstruct and reflect on the constitutive elements of
their experience

(Seidman,

1985,

p.15).

In the last interview participants
meaning their experience had for them.

focused on the
Participants were

asked to discuss the meaning of the experience for their
lives and professional work,

in other words,

the place of their experience

to reflect on

in their lives.

Six of the participants were interviewed between April
and June

1991 and the other five were

139

interviewed between

October and December 1991.

It was very important for the

interview process to allow time for participation in the
Project so that it was a central part of their experience.
Time constraints prevented me

from interviewing all

of them

during the same semester.
Ten of the participants were interviewed three times
for approximately ninety minutes.

One of them was

interviewed twice for the same length of time.
experiences

in these two

interviews were wide ranging and

touched on the topics of the third interview.
problems
me

The

interfered with the

Scheduling

interview process and prevented

from having the third interview with this participant.

Data Analysis
Twenty-five

interviews were completely transcribed by

me and seven were transcribed by professional
trained

for this task.

secretaries

After the transcriptions

I went

through the interviews and used an inductive approach to
organize and analyze the material.
is one

in which the

analysis come

"patterns,

from the data?

The

inductive analysis

themes and categories of

they emerge out of the data

rather than being imposed
on them prior to data collection and analysis"
1984,

p.
I

(Patton,

306).

read the transcripts twice and marked excerpts that

were compelling to me.

From a total
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of 1,414

pages of

transcribed
or 34%

interviews the material was reduced to 484 pages

of the original

(see Appendixes B and C).

A third

reading of the excerpts allowed me to categorize or label
the excerpts.

In the process of labelling the excerpts I

realized that some of the passages could be labeled in
several

categories.

accordingly.

They were organized and filed

However,

I checked for internal homogeneity

and external heterogeneity
words,

the passages that

(Patton,

fall

1984,

p.

311).

In other

into one category are

internally related to each other and hold together.

Other

categories were clearly differentiated and internally
consistent.

Taken together these categories enabled me to

get a whole picture of the participants'

experiences and

meanings.
Another criterion for establishing categories was how
they relate to the main problems that I explored in this
research.

These categories were not built exclusively on

the patterns that emerged with different interviewees.
Although patterns are

important and comprise the majority of

the analyzed categories,

some topics discussed by a

participant and not discussed by other participants are
included in the discussion of the
participant's experience
purpose of this study.
is to

is

findings.

important

The goal,

Each

for the outcome and

as Marshal

(1981)

states,

"try to appreciate the wholeness of each person"

(Marshal,

1981,

p.

396).
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At this stage a total

of

forty three categories emerged

and a chart of participants and categories was developed
(see Appendix D).

The categories were defined in order to

understand them thoroughly and to see
(see Appendix E).

Afterwards,

if they hold together

I use a word processing

program and opened forty-three files,

one for each category.

In this procedure material was reduced again.

Sixteen of

the categories were selected and organized following the
same structure of the
present experience,

interview process:

background,

and meaning.

Using the suggestion of Miles and Huberman
qualitative data analysis I developed matrixes
selected category
matrixes).

(1984)

for

for each

(see Appendix F for an example of these

The matrixes were developed also using an

inductive process.

For some of them,

the available

literature related to the theme was used as a reference for
the development of the sub-categories
matrix.

For example,

in the category "identification of

sexism in instructional material"
reported by Gollnick et al.
categories on

included in the

(1982)

I used the categories
discussed earlier.

These

"identification of sexism in instructional

material" were used in the training sessions with the
participants.
While reading the excerpts

from a category included on

a particular file,

I wrote key words or phrases that emerged

from the excerpts.

From these key words I built the matrix.
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After each matrix was built,
from Miles and Huberman

I adapted the memoing technique

(1984)

and wrote a memo for each

category.

On those documents I included:

procedure,

findings,

of a memo).

insights

category,

date,

(see Appendix G for an example

This process also contributed to making

connections between categories and analyzing in more depth
the excerpts of the participants.

It also helped to

incorporate other categories that were left out during the
selection and organization process that followed the
structure of the interview process.
(7)

In this process seven

categories were added for a total of twenty-three

categories.
twenty

(20)

(23)

Some of the excerpts that were organized in the
categories that were left out,

were also

originally included in the twenty-three categories that were
analyzed in more depth.

In the next three chapters I

display some of the excerpts and discuss the background,

the

experience and the meaning of the experiences for the
participants.

Each chapter has several sections in which I

describe in more detail the methodological approach that was
used for the discussion.

The matrixes that were built are

presented as appendixes.

The purpose of the matrixes is to

present the model of organization of the excerpts.

It does

not provide information about the quality of the data.

For

that we need to refer always to the participants' words.
Although drawing generalizations from the data is not
valid,

readers will be able to understand participants'
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experiences as they reflect their own experiences.

This

will enable the reader to be thoughtful about the reflection
of these experiences in their own practice.
Each interviewee contributed to the understanding of a
complex situation which includes other people,
with other people and situations,

relations

as well as contingencies.

The aim is to understand the complex situation holistically
and with a sense of totality.
The core of this research is precisely the meaning that
the participants made of their past and present experience.
The meaning,

or the process of making connections within a

particular context,

is also future and action oriented.

It

is in the discussion and search for a meaning where the
participants have also made a commitment for future action
and change.

Language for sharing and language for Meaning
Each interview was conducted in Spanish.

The results

of this study are presented in the words of the
participants.

However,

role in the selection,

I recognize that I played an active
analysis and translation of the

excerpts that are used in this study.

This is not just an

issue of using one coding system instead of another in order
to make sense of the world.

The coding system has an impact

on our apprehension of the world and the meaning we make of
it.
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In this study there is an interaction taking place
between the researcher and the participant,

an interaction

that does not take place exclusively in the form of verbal
communication.

In the discussion of the interviews this

type of language is almost impossible to convey.

Given the

fact that both researcher and participants are Puerto Rican
Spanish speakers and are dominant in Spanish it is important
to recognize that language has a meaning for them that it is
very difficult to convey to readers.
implication:

This fact has another

the meaning making process which includes the

analysis of the material was done in the native language of
the researcher.
thinking,

While I worked with the material I was

labeling,

acting in Spanish.

Excerpts were

labeled in Spanish and my whole thinking process and
analysis of excerpts was done within the language and the
culture to which I am most attached.

Important features of

my language system are shared by the participants.
This process could be seen at three levels:

language

of interaction between participants and researcher
(Spanish),

language of meaning for participant and

researcher

(Spanish),

researcher and reader

language for sharing meanings between
(English).

I understand that it is

basic to this research to convey the meaning in the words of
the participants.
second language.

However,

their words are translated to a

In order to be respectful to participants'

words I used the following strategies:
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1)

excerpts were

translated considering the cultural and social context in
which they were expressed;

2)

excerpts are framed in the

context that they were expressed;

3)

excerpts were edited

by a native speaker of English.
In the next chapter I will share participant's excerpts
and the meaning I make of them.
participants's backgrounds,
own sense of meaning.

In doing so I am connecting

experiences and meanings with my

The excerpts that I present have

previously gone through my lenses.

Summary
This chapter has dealt with the theoretical aspects of
the methodological approach that was used for this study.
The qualitative paradigm,

the contribution of feminist

research and the phenomenological approach for doing
research has been examined as part of the theoretical
background.

It has been argued that the problem under study

is better understood with a qualitative approach and indepth phenomenological interviews has been adopted.
Three interviews have been conducted with the
participants focusing in their biographical background,

the

experiences in the Project on Gender Educational Equity and
the meaning they make of that experience.

Categories were

inductively developed and analyzed using matrixes with sub¬
categories that emerged from the text and,
the reviewed literature.
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in some cases,

The Project on Gender Educational Equity,
the center of participants'
described.

experiences,

which is at

have been

The role of the researcher in the Project and

the bias that might come up from her role has also been
examined.
Finally,

the issue of language and language translation

has been discussed with an understanding that participants'
words are at the core of this research.

A procedure to

compensate for the problem of language translation has been
explained.
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CHAPTER IV

BACKGROUND

Introduction
In this chapter I will discuss the background
experiences of the participants as they relate to gender and
education.

Within this context it

is

important to

understand that it is precisely those experiences that may
have become the constituent elements of their construction
of gender.
These participants acquired their female roles through
their child rearing,

schooling,

and socialization processes.

These experiences were carried on to their adult life and
impacted their career choices,

courtship and marriage

relationships and practices as educators.

Through these

experiences they have confronted contradictions

in the roles

that they perceived in other people as well as the role they
perceived in and for themselves.
important

Those contradictions are

in understanding the struggles of their past and

present lives.
The intertwined relations between the rearing and
schooling processes,

experiences

marriage relationships,

in their courtship and

career options and choices,

and

experiences with sex discrimination are some of the topics
that will be examined

in this chapter.

home.
But she also used to work with him in
the store...
In Appendix H key words used by the participants to
describe their parents are presented.

Although

in most of

their descriptions parents played sex typed roles,
some contradictions.

For example,

there are

participants mentioned

that both parents had influenced their career selection,
household chores,
childrens'

did

had responsibilities on child rearing and

school work,

had strong personalities,

active and gave them permission to go out.

were

Nevertheless,

their participation in those roles and attributes was
gendered.
Some of the participants stated that their father used
to cook and to clean the house.
responsibilities

In terms of

for child rearing they mentioned that the

father participated in the process.
responsibility was on the

female

However,

the main

figure.

Other participants clearly state that household chores
were sex typed and that "certain household chores were
the man

[of the house]".

Although most of the mothers used

to work outside of the home,
the provider,
hand,

for

they perceived their father as

the one who paid the bills.

On the other

the mother was seen as the one who administered the

money,

"the one that administered household finances".

According to one of the teachers:
...My brother did not help in the house, my
father neither. He was just a provider. Once
in a while he did the groceries. He also used

150

to do the yard and my brothers were
of the garbage...

in charge

Both parents were approached to give permission.
However,
role.

final decisions were perceived as the fathers'

As one participant states

it:

...Both of them gave permission. But I know
that my mother convinced him when she wanted
us to go to a certain place or when she did
not [want us to go].
In this example,
convince him,

although it is the mother who used to

he was supposed to be convinced.

another participant the

father set up schedules

and the mother would come and stand beside the

According to
in the house
father to say

the same thing or agree with his decision.
Another characteristic attributed to both parents was
strength.

Some of the participants perceived both of their

parents as having strong personalities.

For one participant

strength and tranquility were characteristics that coexisted
in her mother.
...My mother was a tranquil woman.
My father
had a strong personality... However, my
mother was stronger than he and she used to
dominate him.
...My mother was very sweet and she was nice
to everyone. But, at the same time, I
perceived that she was the strong one in the
house. she was the one who moved things... At
the same time there was something that I
perceived,... at the end she was the one who
made decisions.
This

seems to be a contradiction.

In a sense,

the

mother had some negotiating power which is perceived by the
participant as having the power to make decisions.
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This can

also be seen as a way to manipulate the situation or as
Lopez

(1980)

has described,

a self affirmation strategy.

Strength in the mother or the female
common perception among participants.

figure was a

One of them said that

her mother was the pillar of the family and was the one who
solved problems.
described as
participants.

In addition to strength,

mothers were

independent and self sufficient by some of the
These attributes represented role models

for

the participant.
...My mother was a good example for me.
always saw her as... a fighter, self
sufficient, independent...

I

One of the participants was raised by her grandmother
who set up the rules,

taught values and had absolute

authority in the house.

This

having a strong personality,
worker.

female

figure was also seen as

being very assertive and a hard

She was the one who established the chores

member of the household.
the participant's uncle,

For example,

for each

she asked her son,

to bring the groceries every week.

As the participant describes

it:

...she was the one who managed everything in
the home. She was the chief, the boss. She
imposed the rules, schedules, even the
clothing that you were supposed to wear...
She taught us to respect elderly people...
According to this participant,

everyone

in the

household had a chore to do and they were equally divided.
However,

expectations

in terms of female and male behavior
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were different and sex typed.

Girls were supposed to take

care of the boys and viceversa.
...if they saw us laughing in a religious
vigil, my brother was supposed to go home and
tell it to my grandmother... He was like a
guard [vigilante]. Although I also had to
watch him... Sometimes when he was with his
male friends on street business, if he
smoked, we had to go and tell it to our
grandmother...
Girls and boys assumed responsibility with each other.
These responsibilities are sex typed.
In terms of the expectations she said:
We [the girls] were supposed to be shy,... if
we went to a party we were not supposed to
dance with anyone... there were a lot of
taboos. For example, if someone kissed your
lips, something bad could happen. I remember
that a boy once kissed me and I went home and
washed my mouth with dish detergent.
Another instance that touches upon the topic of
expectations

is an experience that one participant had with

her father.

As she recalls

it:

...Dad told me 'I don't have sons, but you
[the daughters] are like boys, you are
terrible'.
Boys are expected to be

"terrible".

The underlying message

is that the girls are not supposed to behave like the boys,
otherwise,

there

is something wrong in their behavior.

According to another participant the fact that her
mother studied while she was a child set an example or a
model
the

to

follow.

The same participant tells the story on

leadership role that her mother had in different social

and religious activities.
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Leadership on the part of the mother was also perceived
by another participant who described her father as passive.
...My mother has leadership... He is a little
bit more calm, more passive than her. He
could solve problems in a tranquil way.
My
mother is impulsive... he is thoughtful.
In this statement leadership

is seen as

stereotypical characteristic of women,
thoughtful

impulsive,

a

the father is seen as

and as someone she would like to imitate.

Parents'

leadership was developed in different settings

in their lives.

For example,

the mother of one of the

participants was a leader in the church.
of the church,

She was a member

used to hold leadership positions,

represented the church overseas.

and

The activities that she

carried on within the church were related to teaching
religion to children and youth and organizing social events.
The mother was also described as active

in terms of

providing services to members of the church who needed it.
The

father was also involved in leadership positions and he

was active helping members of the church.

These leadership

positions were also related to education.

Nevertheless,

these activities were also sex typed.

His participation was

on the decision making process regarding educational
activities,

helping

in construction and other traditional

male jobs.
Other characteristics were attributed to the mother by
some of the participants.
mother had some

freedom.

One of them perceived that her
She used to work outside of the

154

house,

she was supposed to pay some of the bills and she

used to go out as she pleased,

as long as the cooking was

done according to her husband's standards.
The strength of the
children,

female figures was used for raising

managing the house,

pillar of the house,
religious activities.

convincing the

father,

developing leadership in
In other words,

being a

social

and

they were sex typed.

Mothers were also perceived as docile and submissive.
As

one of them states

it

"she was raised to be a housewife,

to raise children".
For other participants the mother was seen as the
person who protected girls'

virginity and their reputation.

...My mother used to teach us certain things.
She used to say that girls should not allow
boys to touch them. That was frequent. It was
because she looked at the surrounding
environment and a lot of girls who were
pregnant when they got married. Their
reputation was in everybody's lips.
Talking about what her mother used to teach her,

the same

participant says:
Almost all of the criticism, the flow of
words was directed towards the girls.
Girls
are not supposed to do this, girls need to
protect their reputation, girls are not
supposed to hand play. I understand that in
her fear to protect us, so that we did not
become one of those girls,... It was easy to
have male phobia.
Some of the teachers who participated in this study
felt that they were different than other children when they
were growing up.

That perception of the self,

influenced by the surrounding environment,
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although

was compared with

experiences of other children.

One of the participants who

was raised with brothers perceived herself as different from
her siblings.

According to her,

she was not a traditional

girl.
...My brothers said that they were not going
to be drafted... and mommy's girl joined the
ROTC (Reserve Office Training Corps)... I
broke all the patterns. Boys used to have
long hair, and the girl [herself] used to cut
her hair as a boy...
The presence of apparent contradictions
process

in the rearing

is clear in another statement made by the same

participant.
...I was a model girl, I complied with the
structure... Girls are supposed to be neat,
do this... I did it... My grandmother used to
tell me, 'you can't go to the balcony, you
can't play this with the boys'... My brothers
had more freedom. They were allowed to go
out, I was not...
She remembers

further that her aunt wanted her to be dress

like a lady.

To comply with the role of women,

do household chores such as cleaning,
relatives,
brothers,
The

ironing her brothers'

she used to

taking care of sick

clothing,

taking care of

and so forth.
influence of the

family in terms of constructing a

view of the self as a gendered person also touches upon
issues of sexuality.

The participant who was not allowed to

dance remembers that among the taboos that she learned as a
child was that if she danced with a male,
pregnant.

she could get

Dancing was prohibited to her by her grandmother.
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Being careful

and suspicious about boys was a direct

message received by one of the teachers through female
figures.
My mother and my cousin used to tell me 'Men
just want sex, do not let them touch you,
they just want sex, you have to control your
emotions, you can't show that you like a
boy'... I was growing up in a world [that
taught me] that men were bad.
...as soon as I had my first period, social
event was over, they didn't allow me to play
with my male cousins... they [adults] were
more demanding. When I visited my grandma,
they didn't let me even to go to the balcony
because someone might rape me or do something
to me.
Messages were conveyed to this participant

in terms of

expectations of sexual behavior.

There were a lot of

conversations with adults where,

as she recalls them,

the

adults used to say:
'When men want something from you, they put
subtle pressures on you, they are even
willing to cry so that you fall [having
sex]'... These type of things... 'when you
get married, if you don't want to have sex
with him, he will turn against you. If you
divorce him, forget about it, he won't take
his responsibilities as a father because you
do not go to bed with him. If you want to
control a man, say no.
In other words, do
not let him touch you, because the only thing
they want is sex'. I lived with that constant
message bombarding me around my house.
The

idea that to have sex is

falling is a common cultural

expression which expresses a particular perception of sex
and virginity.

These experiences made her find a mechanism

to cope with the roles attributed to her as a woman.
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...In my house to say that I had a boyfriend,
that I liked a guy, I used to be quiet [about
it], because I used to see my cousin that as
soon as she fell in love, they [adults]
eliminated her privileges. They couldn't go
out. The boyfriend used to go out, but my
cousin was supposed to wait for him at
whatever time he decided to visit, because
women were supposed to be at home. And I
said, 'no, I do not have boyfriends'.
Their interaction with siblings was a topic discussed
by some of the participants.

In their discussion some of

them clearly state that girls and boys

in the household had

the same responsibilities regarding household chores.

The

teacher who mentioned that household chores were equally
divided says that her brothers resisted doing household
chores that were traditional
their resistance
...I used
were from
the woman
household
boys'...

in the

for women.

She responded to

following excerpt:

to resist because their demands
the point of view that, 'you are
and women are for the home, to do
chores, and to serve us the

One of the teachers says that her father used to cook
because his wife was sick and she could not cook.
as

soon as her sister was old enough,

However,

it was her

responsibility to cook for the family.

Her brother's

responsibility consisted of helping younger siblings to do
schoolwork because they were in college,

therefore they

could assume those type of chores.
Playing with siblings was an activity frequently
mentioned by the participants.

The

influence of games

in

the construction of gender is clear through the story of one
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of the participants who had two brothers and no sisters.
When they were children,

they used to play together.

This

is perceived by her as an example of how they were equal.
In other words,

they were equal because they played

together.
It

is

important to take a look at their practices when

they engaged in games.

As she recalls,

they used to play in

open environments and used their imagination to develop
different types of games and activities.
favorite activities was to play as
where they had to cook,
forth.

Then,

if they were

in a house

to take care of children,

As she mentioned,

a while.

One of their

and so

the boys used to play with her for

they would leave to do more active types of

games while she cooked for them in the imaginary house.
she perceived it,

this activity allowed her to develop

leadership in house related activities.

Another activity

that she shared with her male siblings was
remembers that she went with them,
who

fishing.

She

but they were the ones

fished because she did not know how to fish.

Nevertheless,

the same participant mentioned other

activities that were traditionally done by males

in which

she actively participated such as playing with kites,
spinning tops,

marbles,

and climbing trees.

Still,

remembers that when her parents bought bicycles
children,

she

for the

she did not get one because she was a girl.
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As

A self perception as different was discussed by some of
the participants.

One of them compares herself with her

peers.
...I was always a tomboy. I did not like to
watch cartoons, play with dolls. I liked to
play basketball, ride bicycles, use roller
skates...
On the same line,

another participant who talked

extensively about how her mother taught the children to do
household chores regardless of their sex says:
...I used to play basketball and baseball
with my siblings... I never played with
dolls, I did not like dolls...
This topic was also discussed by another participant
who says:
...I was always playing with both sexes. A
little bit with one [the girls], and then I
went to play marbles or baseball with the
boys... I used to ride bicycle, jump in the
hills, cross the river...
Her experience seemed to be different from those girls and
boys who played with her.
Although there are instances where participants
perceived both parents as having similar characteristics,
when they are discussed further,
characteristics are sex typed.

it can be seen that these
Some of those positive and

traditionally male characteristics attributed to women also
contributed to their construction of gender.
Fathers also

influenced their perception of the world

and their view of women's oppression.
teachers

Several

of the

in this study perceived their father as an
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authoritative person who controlled every single movement of
everyone

in the

family.

This was the experience of one of

the participants who says that when she went to the theater,
her father used to stay outside waiting for her;
was going to get married,

he asked her to keep providing

financial contributions to the family;
have visitors,

when she

when the children

he just had to make a gesture and visitors

were supposed to leave immediately.
The authority and control

of the father was directed

towards all members of the family.

The same participant

says that her mother used to work in a
o'clock.

factory until three

If she arrived at home after three thirty her

father would

fight with her mother.

The authority and control of the father did not always
lead to physical

abuse.

As one participant said:

...My father never beat us [the children], it
was enough to look at us and we will run
underneath the bed and kept quiet
immediately... Until recently he had the last
word...
The same participant recalls that once she was going to
an activity and after getting dressed up her father said
that she was not going out.
However,
physical

authority and control was also felt as

abuse by some of the participants.

starts to talk about domestic violence
grandparents'

One of them

in terms of her

relationship.

...My grandfather... used to beat his wife...
My mother had to leave her house because once
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my grandfather beat my grandmother so much
that he almost killed her...
Domestic violence
about,

is not something that they just heard

but situations that they actually lived at home

during their childhood.

As one participant recalls her

experience:
...My mother was very submissive... He liked
to beat her badly. I had to intervene and I
was also beaten. I remember that when my
sister got married, he beat her with an
electrical cable... she could not stand up...
My mother was frightened...
Situations of domestic violence take different
and emerge

in a variety of circumstances.

forms

One participant

told her story about the behavior of her father when he did
not like the

food that was cooked by his wife.

...he screamed,... he went to my mother and
said that the rice was too wet... then he
threw the rice and the pot to the chickens...
The same participant was upset at her mother because she
submissively accepted that kind of behavior.
...She was to keep quiet. It upset
she stayed quiet. She explained to
she did not [complain] because [if
it was like promoting a discussion
leading nowhere...
This

feeling

me that
me that
she did]
that was

is transformed into acceptance when she says:

...By then I used to be upset because I did
not understand why he always was supposed to
make his point and why she had to be
submissive. As I grew up I developed the same
attitude. Although inside of me I was
rebellious, I did not dare to say anything...
When this teacher talks about other aspects of their parents
relationship,

she said that he never controlled her mother.
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...With my mother, as a woman,... he was
never jealous, he never controlled her..
In terms of career choices,

one participant

reconstructs her story:
...at some point in my life I wanted to study
medicine, but my mother said 'you would not
be good for that, you can't stand the sight
of blood'. Unconsciously my mother castrated
that part [of me]...
Another participant remembers that when she went to see
a dance show with her parents she enjoyed it so much that
she started to dance.

Afterwards some people approached her

father so that he enrolled her on dance lessons.

As she

remembers:
... he said no, that [dance] was not for
[decent] women... He made a connection
between dance and easy women... He said that
those [activities] were not for decent women.
For another participant,
created a stressful
fight over the

the decision to go to college

situation at home.

Her parents had a

issue because her mother wanted her to go to

college while her father did not.

Her father used to say

that she was not good enough to go to college.

As she says:

...Since I wasn't admitted to the University
of Puerto Rico, it was my fault.
Therefore,
I was a typical woman, like my mother, and it
wasn't worth to spend money on my studies.
For other things, I was fantastic, for
solving problems, making decisions, I was
very good...
My father had this concept
that,... there were few intelligent women.
This experience challenged her.

As she states

it:

... Since the moment that my father told me
that women were good just for child bearing
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and for doing the dishes I understood that
was a challenge...

it

Two of the teachers lived in the United States during
their childhood.

Once they moved to Puerto Rico they

experienced a cultural
different language,

shock.

They were confronted with a

a different school

different lifestyle.

system,

and a

In terms of the role of women in

society they also
experienced differences between Puerto Rico and the United
States.

As one participant states:

...There [in New York] women had freedom.
Although my father was very strict... I
learned some things that were taboo here [in
Puerto Rico]. There [in New York] in sixth
grade you could have a boyfriend, here you
were playing with dolls.
There, girls were
more aggressive, here everyone was docile and
tranquil...
There are some characteristics that participants
attribute to both parents.
unfolded,

the

one hand,

there

However,

when those are

inferior position of women becomes clear.
is a co-existence of traditional

roles and non-traditional

female

female roles as they perceived

their mothers during their childhood.
those non-traditional

On

On the other hand,

female roles are performed within a

context and with a content that lead them to be traditional.
For example,
played was

the leadership role that one of the mothers

in educational

activities within the church,

activity traditionally performed by women.
decisions are made

The way in which

for another mother reveals the
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an

influence

of gender.

An example

is the mother of the participant who

negotiated with her husband in a
other words,
label

the actual

"manipulative" manner.

In

and concrete representation of the

is gendered.
In the construction of gender and their subjectivity

the child rearing process within the
role.

The schooling process

family played a key

is an important component of

that construction of gender that we need to look at closely.

Schooling Process
The schooling process of the participants has some
similarities as well as differences.

Three of them went to

private religious schools during a significant part of their
schooling process.
public school
schools.
schools

The other eight participants went to the

system.

In addition,
in rural

areas.

transferred to schools

All of the participants went to co-ed
some of them attended elementary
For middle and high school they
in the center of their home towns.

Some of the middle and high schools were located in a semiurban area.

One of the teachers went to elementary school

in the United States and when she moved to Puerto Rico she
studied in a middle school

located in an urban area.

general,

participants have attended a range of school

settings

from rural to urban.

In

During their schooling process they experienced sex
discrimination.

This might come from adults
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(teachers and

principals)

or from other students.

Most of their stories

about their schooling process are related to sex
discrimination and oppression.

However,

race and class

oppression are also part of the experiences of the
participants.
When they were asked whether they have been
discriminated against at school,
answered no.

However,

most of the participants

in their discussions they came up

with stories of discrimination.

In some cases,

telling the

story allowed them to realize that they had been victims of
some sort of discrimination.

This is not the case of all

the participants.
Some of the participants told stories about their
leadership role as school children.

In some of these

stories the leadership role is connected with the
traditional roles of women.

However,

their leadership was

also developed in non-traditional female roles such as
practicing traditional male sports,
organizations in charge of security,
For other participants,

and participating in
safety and vigilance.

their non-traditional roles were

related to playing with boys in the school yard.
Some participants describe themselves as good students,
something that they learned at school.
means for them to have good grades,

Being a good student

behaving according to

the expectations of the teachers and having appropriate
discipline and control.
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Although they do not have clear examples of lack of
gender equity in the academic curriculum that was taught
while they were students,

some participants stated that with

the information that they have now,

they believe that it

must have been sexist.
Appendix I shows the matrix that was developed on the
excerpts about the schooling process of the participants.
It was developed with the purpose of making an in-depth
analysis of the excerpts.

Using an inductive approach,

the

category "schooling process" was divided into seven sub¬
categories.

"Experiences with sex discrimination" is the

sub-category in which they told stories about situations in
which they have been discriminated against, whether the
participant perceived it as discrimination or not.

In the

second sub-category "denial" represents the excerpts in
which participants deny that they have been victims of sex
discrimination at school.

"Adults" is the sub-category in

which the excerpts about experiences with oppressive
situations with adults in school settings are organized.
The sub-category "curriculum" is related to excerpts in
which they talked about the school curriculum during their
schooling process.

The fifth sub-category "race or class"

is about experiences with race and/or class oppression at
school.

"Leadership" emerged as a sub-category when they

talked about leadership roles that they played at school.
Finally,

in the sub-category "equality" was used for the
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excerpts where they talked about their perception of
equality during their schooling process.

There are some

excerpts that are organized in two or more sub-categories.
The number of excerpts

in each sub-category does not provide

information on the quality of the excerpt.
understand their experiences,

it is

In order to

important to see

it in

the context and words of the participants.
In terms of direct experiences with sex discrimination
and oppression one participant says:
...[a male student] used to talk and [the
teacher] didn't say anything to him. When a
girl talked, they used to scold her.
For another participant her experience with boys at
school

led her to be

frightened:

... I got frightened of boys... In the school
that I attended boys were terrible..., they
used to poke people with the point of the
pencil, to fight. I remember that there was a
period in which I was frightened of boys, I
didn't want to be around boys, I used to
cry...
Although this was a

feeling that the participant perceives

that she eventually overcomes,
very concrete ways.

it impacted on her life in

As she recalls

it:

...in second grade I went to ... three dif¬
ferent schools because I was frightened of
boys...
In spite of her feelings,
there were
the

she used to play with boys because

few girls at her school.

For this participant,

fact that she used to play with boys
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is an example of

equality in the schooling process.

However,

her feelings

and memories remained.
Another direct experience at school

in which the subtle

differential treatment based on sex is unfolded was recalled
by one of the teachers.

She says:

...I don't remember any experience in which I
was told 'you have to behave like a girl'...
...I will never forget an experience... when
I was in high school and I was yelling when I
entered the classroom... I thought that the
teacher was not there... And the teacher
called me and told me 'I didn't expect such
behavior from a girl like you'... Probably
she was expecting a boy to yell, but for a
girl to yell... As I understood it she meant
that if it was a boy, she would have expected
it. . .
For another participant gender oppression within the
school

system was experienced in various

expectations of teachers were different

forms.

The

for girls and boys;

school chores were sex segregated and girls were victim of
sexual harassment on the part of the male students.

Her

words are revealing:
...I remember that boys used to
[girls] hair and to push us and
complained, the teacher scolded
supposed to be serious, as they
and boys were not, because boys
anything.
In terms of school chores,

pull our
if you
us. We were
used to say,
could do

the same teacher states that

girls were supposed to clean the classroom.

In addition,

girls were victims of sexual harassment and aggression on
the part of the boys.

The latter were justified by school
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personnel,

including the school director.

As she

reconstructs the experience:
...We were supposed to walk in dark halls and
boys used to take advantage... They squeezed
and kissed the girls... I remember that in
the line for the lunchroom, they pulled the
children and held the last girl, moved their
waist and penis [in the girl's body], kissed
the girls in their necks, and pinched them
very hard...
This type of behavior was resisted by this particular
participant who used to develop self-defense techniques that
were not approved by the school administration.
contrary,

the administration justified boys'

saying that they were boys.

Furthermore,

On the

behavior by

they used to

portray a patronizing attitude that was rejected by the
participant.

The following pieces of her story express her

experience:
... I remember that once I had to take a sharp
end of a pencil and poke it to a guy because
each time that I pass by the halls he used to
grab my behind... Once I took a brick and put
it in my purse. Since the day I hit one of
them, they never bothered me any more... We
had to go to the office... The director said
'they provoked the guys, they need to react,
because if males are provoked they are
supposed to react'... almost always the
director was in favor of the boys and the
girls used to be punished, they used to tell
her that she should not walk in that area
[dark halls] even if she had to go all the
way around the school... When my father came,
the director had already slowed down... [He
said] 'let us talk because between men, we
can understand each other'... I remember that
I was so upset... I would have said so many
things, but I couldn't. Between men, they
could discuss, but not us...
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Another participant talks about sex differences at
school in terms of the school practices that promoted
inequality.

As she mentioned,

students were supposed to

make two lines in the school lunch room:
one for boys.

one for girls,

and

This topic was further discussed by another

teacher who says that she had a teacher who used to divide
the students in her classroom:

three lines of chairs for

boys and three lines of chairs for girls.
Gender oppression at schools acquires different forms
which are also embedded in the oppressive ideological
schemes of the society.

One participant felt subtle

oppression in terms of expectations about family and life
styles.

As she recalls:

...One teacher asked me 'who is your father?'
I told her that I didn't know... [When I told
her my last name, she said]: 'that is your
mother's last name and you didn't come from a
banana tree'. I started to cry...9
Experiences with oppression are not exclusively related
to gender.

Participants also had instances in their lives

in which the oppression was based on other factors such as
class and race.
In one particular case a participant who felt
oppression as the act of being rejected by others,

also

received the benefit of the differential treatment based on

9In Hispanic cultures people have two last names, the first
one
from the
father,
and the
second
one
from the mother.
Traditionally when a woman marries she drops the second last name
and acquires the husband's last name after the preposition "of"
which implies possession.
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class.

Her class transferred from a private school to a

public school and they were placed in a group for talented
students.

As she recalls it:

...when we left the parochial school in the
ninth grade the group was placed together and
we became group number one.10 Logically we
were the rejected group because we came from
a private school and, in addition to that, we
were placed in group one, above the rest of
the students that were already there...
For another participant the experience with other
issues of oppression is closely related to class issues.
She tells the story of what it was like for her to be raised
in a rural area and what that represented in terms of the
schooling process.

At the time that she was growing up,

rural environments in Puerto Rico were areas that had fewer
resources and less economic development.
the local residents were middle class,
were poor people.

Although some of

the majority of them

Oppression based on class is felt by this

participant through her schooling process in which teachers
used to blame students.

As she says:

...He [the teacher] used to send us to the
blackboard and sometimes, we didn't know
anything, then he used to tell us bad
things... 'You are always so careless'...
'you are not good for anything'... In the
country side there has always been that,
class preferences...
...There was the group number one, children
of school teachers, middle class children,
and group number two were the lowest ones and

10The school system used a number system to track students
according to their academic performance. Number one was usually
comprised of students with higher grades.
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they were always humiliating them... They
were the 'blanquitas' [white ones], the high
class, they never looked at us...
For this participant the schooling process was
difficult"
rural

"very

due to the class discrimination that existed in

contexts.

Class and race discrimination are

intertwined in the experiences of this participant.
she talks about the
class girls.

'blanquitas'

The concept

connotation as well.

she

When

is referring to middle

'blanquitas'

has a racial

Experiences with race oppression are

discussed further by the same participant when she says:
On one occasion the teacher called a student
'dirty black'... [She said] 'This damn dirty
black should be in jail'...
As

she grew up and transferred to a school

setting she did not
contrary,
sex,

she

feel

in a more urban

such blatant oppression.

felt that everybody was equal

On the

regardless their

class or race.
The experience of being in a rural

school,

class connotation embedded in the experience

is

and the
felt by

another participant in terms of discrimination through the
tracking system.

As she recalls

it:

...when we arrived at the [school in the]
town, it was a shock because we were from the
country side. Sometimes they used to look at
us as if we didn't know too much... At the
beginning they didn't want to accept us...
Those of us who were supposed to be in the
best groups... were not initially placed
there...
Another participant recalls her own experience when she
says:

173

...I noticed that there were always groups:
black students used to form their groups for
different activities... Black girls were with
black girls, white girls with white girls,
black boys with black boys and white boys
with white boys...
In this example,
well

segregation at school was based on color as

as gender.
Their perception of equality in the school process

is

closely related to their view of themselves as students.
One of the participants clearly states that she did not feel
that she was discriminated against,
she deserves.

She further adds that

but that she got what
in sports she did not

participate because she did not like sports,
male activity.

She also mentions that she did not like home

economics either,
at school.

a course that she had to take when she was

Once again,

the experience of
This teacher talks
in the

a traditional

as they discuss the topic in-depth

inequality in the school process unfolds.
further about sports and home economics

following terms:

...I used to take home economics. Boys used
to take something that they called bachelor,
but it was the same curricula. They were
taught to sew, cook... The only thing is that
the courses were separated... I don't know
why they were separated... They used to say
that it was [important] for boys to learn how
to cook... for the war, for living by
themselves. They never said [that it was] for
when they got married they could help their
wives. Probably they said it, but I saw it as
normal...
...Although... there were sports for both
sexes, the big parties were for boys'
championships. Girls also won, but it was
secondary...
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For another participant the fact that one of her
teachers always asked girls to participate in different
activities is an example of equality in her schooling
process.

Those activities were dancing and reciting.

This

also touches on the issue of teachers's expectations and sex
segregation.

Girls are expected to perform certain

activities such as dance.
responsible,

They are also expected to be

have discipline and be reliable,

therefore they

are selected to memorize poems and other pieces of
literature.
Another teacher who states that she was not victim of
sex discrimination at school,

also connects this issue to

the view of herself as a student.
...the fact that I was a good student gave me
some status. The best students were girls...
But I don't remember being discriminated
against because I was a woman...
This view of the self as a good student and a leader
was shared by other participants.

Their self perception as

good students prevents them from seeing oppressive
situations that they confronted as school children.
...I was always showing off,
rejected in any activity...

I never felt

The general feeling was that as good students,
discriminated against.

Discrimination and oppression are

reserved for the bad ones,
However,

they were not

for the ones who failed.

the same participant adds:

...With my experience now, I imagine that it
was like that. But, I never saw it...
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Some of the participants view themselves as having been
leaders at school.

One of the participants says that she

used to participate in sport teams.
to the other participants,
an excuse

she

In this case,

contrary

feels that her leadership was

for boys to oppress her.

As she says,

there was a

feeling of revenge because boys did not want her to be part
of male groups.
Another participant who remembers that she liked to
participate

in school

activities mentioned that one of the

activities was to represent the typical dance of different
countries.

She

student council

further adds that she was part of the
in the school.

Part of the experience of being a good student is also
related to complying with school norms.

As one participant

says:
...I used to have good grades. I was in a
school in which the woman director was very
straight... To wear short skirts, no, they
[school staff] used to lower the hem...
The same participant mentions other school activities

in

which she developed leadership such as going to the
blackboard to copy what the teacher asked her to copy,
part of the students'
club of the school.

council,

being

and being part of the pastry

Some of these activities are usually

performed by girls.
In terms of the school curricula,

participants

mentioned that vocational courses were sex segregated.

The

experience of the participant with home economics mentioned
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above

is very revealing.

course,

Although boys took a similar

it was sex segregated.

The content and methodology of history and reading
courses,

as one participant remembers,

traditional.

were very

The authoritative figure of the teacher was

recalled by this participants when she says:
...They used to say that A's were for the
book, B's for the teacher, and C's for the
student...
This expression is

frequently used to establish ranks of

authority and hierarchy based on knowledge.
highest

The book is the

in the hierarchy and it has more authority,

teacher,

and the last one

is the student.

then the

Questioning the

authority of the book or the teacher is not part of the
rules.
For another participant the experience seems to be
different.

As she perceives

it,

the school

schedule that

the Department of Public Instruction used during the years
that she went to high school allowed students to take
diversified courses

including those that were traditionally

for the other sex.
Being in a course that has been traditionally sex
segregated was

further discussed by one of the participants

who says:
...when the boys took courses such as
preparation for the future and special
dishes, there were both sexes... I remember
that when... there was a boy taking those
courses they would... laugh at him if he came
out with an apron...
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For these teachers the schooling process represents an
experience of gender oppression as well
oppression.

as race and class

Even when they do not consciously realize

as they discuss their experiences

it,

in the schooling process,

they unfold the oppression of which they were victims.
schooling process

The

is also part of the chain in which gender

is constructed and their subjectivity is built.

Their self

perception as leaders and outstanding students also has
embedded experiences of gender oppression.

Those

experiences also contribute to their subjectivity.

The

understanding of this process as a series of complex,
contradictory and connected experiences needs to consider
other important elements
gender.

in the process of construction of

We need to take a look at their courtship and

marriage relationships.

Courtship and marriage Experiences
Marital
social

relationship is perhaps one of the areas of

interaction in which the discussion of gender issues

is most relevant.

The private and the public spheres of

society acquire concretion in marital

relationships which

are connected to the private sphere and which also have an
impact on the public sphere.
Individuals do not establish this type of relationship
in a vacuum.

The socialization process

gender construction

is a process of

in which people learn forms of
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interaction with society and individuals within a particular
society.

In this process different conceptions are

developed such as how to establish relationships between the
sexes,

how to live together,

intimate relationship.
interaction,
struggle,

but

negotiation and contradiction.
in this study discuss

in-depth their

relationships as part of the background experience

with gender issues.
roles,

These are not static forms of

in a constant process of construction,

Participants
marital

and how to establish an

control,

there are

They talk about household chores and

and negotiation processes.

In addition,

important discussions that provide us with

insights on how the concept of a marital

or intimate

relationship was built during their early socialization
process.

These topics are addressed here as part of the

background experience.
conceive their marital

Their discussion about how they now
relationships or experiences

in their

families while participating in the Project will be address
in Chapter VI.
Most of the participants
marriages:

seven of them are legally married,

for the second time.
married

in this study have traditional
one of them

Four of these participants have been

for between five and fifteen years while the

remaining three have been married for more than twenty
years.

Two participants have never been married and the
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other two had previous marital
when the

relationships but were single

interviews were conducted.

Appendix J shows the sub-categories
of courtship and marital
sub-category

in which the topic

relationships was analyzed.

"development of the concept"

The

refers to

experiences that they had during the child-rearing and
socialization process that contributed to their development
of the concepts of courtship and marital relationships.
"Negotiation"

is the sub-categories used for the excerpts

in

which they talked about their courtship and marital
relationships
"Control"

in which they negotiate with their partners.

is the label

for the excerpts

in which they felt

that the relationship was controlled by one of them,
the male.
care"

usually

The last sub-category "household chores and child

is used for the excerpts

domestic chores

in the marital

in which they talked about
relationship.

These

four

sub-categories were developed with the purpose of organizing
the material and having a broad understanding of their
experience.
about

I will

start by taking a look at the excerpts

"development of the concept".
During the rearing and/or socialization process

participants have had experiences that contribute to their
perception of couple,
some

instances,

marital or intimate relationships.

their interaction with parents,

In

relatives

and other adults are pervaded by direct or subtle messages
that help to build a concept of this type of relationships.
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Those experiences have an impact on the way they perceive
male and

female roles within a marital

relationship,

form of negotiation between men and women,
domination and control.

the

and forms of

This also has a direct impact on

their expectations about marital relationships.
While discussing this topic,

one of the participants

expresses that she married with certain expectations on how
women and men should behave.

She says:

...The concept that I had about a man was
that he was not supposed to be afraid about
anything... [In order] to be a man he was
supposed to know about electricity, plumbing,
not being afraid of rats, insects...
Influence of the parents or other adults

in building a

concept is clear in the experience of one of the
participants who talks about her first boyfriend and her
grandmother's reaction.

As she says:

...My grandmother used to say [to my boy¬
friend] 'you leave at six and at seven you
are supposed to come back'. Then she would
send my brothers with us...
Another participant recalls her experience when she
invited a boyfriend to her parents'

house as

follows:

...My father told him that the doors of the
house were open for him but that the person
that would marry me must [have certain
characteristics]... Those kind of things that
parents say in which they believe that one is
their princess and the prince needs to have
certain qualities, or things that they want
for us without taking in consideration one's
feelings...
Among the things that her parents expected was that she
not marry a divorced man,

which she later did.
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This

decision was not approved and accepted by her parents

for a

while.
Another experience that touches upon the expectations
and which also contributes to build their conception of
marital

relationships was recalled by one of the

participants who says that she expected men to be courteous
with women.

She recalls an instance when she went to a

dance with a male partner and she was really upset because
he would not offer her a chair to sit down.
expectation remains
uncourteous men".

in her.

As she says:

This
"I do not like

She has transferred the expectation to

her relationship with her husband.

Talking more in-depth

about this experience she says:
...He was the gentleman, he was the man, I
was the woman. I liked gentleman, [I liked]
him to be the one who acted, not me...
...With my husband I take the chair and sit
down. But when we go to a dance, he is a
gentleman, when we go to a dance, he offers
me a chair to sit down.
The expectation is that men are the ones who are
supposed to take the
This

initiative and "act"

instead of women.

is also discussed by another participant who mentions

that when she met her husband he was the one who initiated
the relationship.

The active role in initiating the

relationship is also related to the role he plays during
their courtship.

As she recalls:

...He asked me to be his girlfriend... He was
my support and everything for me during those
years that I was in college...
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Other experiences

in adolescence contribute to their

understanding of marital

relationships.

One participant

remembers that when she was in her teens she liked a boy
from her church,
girls.

but that she knew that he liked other

They even had a short relationship while he was

flirting with other girls.
got

Eventually they broke up and she

involved with another guy.

boyfriend's reaction in the

She recalls the first

following terms:

...when he saw another guy close to me he
tried to re-establish a relationship with
me... but, since I knew he was like that, I
didn't pay any attention to him...
One of the teachers remembers that early on in her life
she liked boys,
about

it.

however,

she did not dare to say anything

As she mentions when she was growing up

"...there

were these taboos that as a girl you are not supposed to
look at boys...".
The same participant talks about expectations that her
relatives have regarding marital relationships.

One of them

touches upon issues of sexuality and expected women's sexual
behavior while the other is connected to her career and
studies.

She recalls that members of her family used to

tell her that she was
think about marriage".
of her brothers

"supposed to study first and then to
In terms of sexuality the influence

is clear when she says that they used to

tell her:
...that I should be very careful, that he was
an older guy, that I should be respected...
respect in the sense that I was [supposed] to
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remain a virgin. That was the advice given to
me by my older brothers, who were also men...
The story of one of the teachers who talks about her
fear of getting married and the way she acquired this

fear

is very revealing in terms of her process of understanding
marital

relationships.

She says:

...my youngest sister was engaged and her
boyfriend used to ask my father whether they
could go out. My father's response was that
when she became his wife, he could take her
wherever he wanted. When he saw that my
sister got married very young, he changed
with me... I used to say,... 'to get
married!', to stay at home!' I honestly tell
you, as I have told my husband, I am not a
housewife, I am not a house lover, because I
used to work outside of the house since I was
fifteen...
Fear of marriage is transformed into a sort of resistance to
traditional

female roles

for this participant.

For another participant building a concept of marital
relationships

is closely related with conflicts and

aggressive behavior.

As she recalls

it,

she used to make a

connection between love and fighting.
...I remember that I used to say... that I
liked fights [in the relationship], because
after the fight, there was a reconciliation,
because one got bored... to reconcile was
very good, fights used to give it a special
note...
In this

instance love is coupled with fighting,

romance

coupled with violence.
One of the participants says that early on in the
relationship with her husband certain rules were
established.

As she says:
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is

...when we started to go out together I never
gave him any explanations about what I did,
nor did I ask him for explanations. We
started by enjoying the time that we spent
together...
She also talks about a different experience in a previous
relationship:
...my boyfriend didn't like my expressive
personality... he didn't want me to dance in
the public plaza, although I used to dance
with my brothers and he had to accept it
because he couldn't ask my brothers not to
take me to dance in the plaza...
The topic of control and domination is discussed indepth by the participants who recall experiences
marital

relationships

in their

in which they were controlled in a

direct or subtle manner by their partner.

Some of them also

express that they were the ones who controlled or dominated
their partner.

This seems to be the experience of one of

the participants who says that in her second marital
relationship she had control over him.

As she says:

...For example, the places we visited, or I
used to say, 'don't do this',... or 'let's
invest in this'. It was whatever I said and
if it wasn't like that there were fights.
This

is the same participant who stated that she liked

fights

in a subtle connection of love and violence,

construction around gender relations.

a social

Her act of domination

seems to be an act of assurance of the self as a woman,

a

woman who would fight and romantically reconcile with her
partner.
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For another participant the experience
marriage was

in her first

full of control and aggression against her on

the part of her former husband.
...He didn't want me to study... Each time
that I arrived [from school] we had a
fight... He used to tell his friends
'...woman should be for... the home, for
taking care of the house so that when one
arrives the food is ready and the children
are taken care of...
She

further remembers that when she was promoted to a higher

position at work,

she had problems with her husband because

"he couldn't understand that...

it was supposed to be men's

work".
This control and domination is also reflected in the
sexual behavior of the man.
that she was

One of the participants recalls

forced to have sexual

relationships with her

husband even when she was tired and did not want to have
intercourse.

She adds that she thought that she was

supposed to please him because those were

"her

responsibilities as his wife".
Another participant tells her story in terms of the
violence and aggression to which she has been subjected by
her former partner.

She was beaten,

and humiliated on several

occasions.

threatened with death,
She went to court to

ask for child support and the decision of the court was not
satisfactory for her.
the

She talks about her perceptions

following excerpt:
...he has always believed that he is the man
of the house, the one who deserves respect...
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in

She further compares the respect for him with the respect
for her grandmother.
...Within the respect [for my grandmother]
there were values [involved], the values for
human beings... the respect that he wants me
to have for him is that he wants me to see
him as someone valuable, or someone of whom
to be fearful... he beat one of his sisters
because he is the man and he is the one that
deserves respect...
Control and domination do not always acquire the form
of physical abuse.

For one of the participants the

experience was more subtle.

As she recalls it:

...He didn't allow me to keep my friends... I
started to change the style of my clothes...
Not because I wanted to change it, but
because he wanted me to change it...
The topic of male control is discussed by another
participant in the following excerpt:
...he didn't want me to work... I told him
that I have not killed myself four years in
college to stay at home... He told me, 'it's
ok, but you are going to work until I decide
it'...
Decisions about how to spend the money are also
controlled by the male figure in the marital relationships.
This is coupled with the stereotype of women as impulsive
consumers which,

according to one of the teachers is the way

in which she learned to handle money.

As one participant

explains it:
...He controls me on that [spending money].
Because I am impulsive, I like this, and I
want to buy it...
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The subtleties of control and domination are discussed
by one of the participants who feels that her relationship
is equitable in terms of household chores.

However,

she

says:
...Now I am starting to realize that he tries
to dominate me with words and it is not
possible because he was creating a terrible
anxiety in me...
Household chores and the role of the couple in domestic
activities are discussed by several of the teachers.

Some

of them state that their partners do household chores and
take care of children.

In addition,

they perceived that

those household chores are not segregated by sex in their
own homes.

As one participant explains it:

...he does the dishes, takes care of the
baby, changes the baby's diapers, takes the
baby to bed,... cleans up the house. If we
need to take the garbage out, it could be him
or me. I help him doing the yard...
One of the teachers who felt that the chores were
shared also says that her marital relationship is based on
the respect of the individuality of each one.
is concretized in things such as:
addressed to the other person,
time as each one wants it,

That respect

not opening the mail

freedom to spend the spare

freedom to spend their own money,

and respect for personal objects.

Other participants who

say that their partner does household chores and takes care
of children,
theirs.

still feel that the main responsibility is

As one of them states it:
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...the majority of household chores are done
by me... My husband helps... but he doesn't
like to be asked to help, he does it on his
own...
In terms of household chores and child care another
participant states that her husband helps her in those
responsibilities.

As she states

it:

...if I am not there, he is in charge of
everything that needs to be done. If I am
sick, he does everything... He helps me a
lot... Sometimes when I am cooking, he starts
to help me. He doesn't do it frequently,
because men are a little bit lazy...
She

further remembers that during their courtship she

observed that he and other males

in the family were not too

helpful with his mother who had all the responsibility for
household chores

in spite of the fact that she had a paid

job outside of the house.

However,

since early in their marital
going to

"be a slave".

she made it clear to him

relationship that she was not

Still,

her perception of him as

helping her implies that she is the one responsible

for

domestic activities.
As mentioned before,

one of the topics addressed by the

participants was the negotiation processes that take place
in their relationships with their partners.
teachers mentions that

One of the

in order to convince her husband of

something that she wants,
and place to talk to him.

she waits

for the appropriate time

As she explains

it:

...It is a matter of looking for the
appropriate moment, the correct moment to
make a comment, to say something... If you
want your companion to approve something, you
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are not going to wait until he arrives very
tired from the street, from work,... you need
to do it at the opportune moment...
This cautious behavior is seen as a way to get things out of
him and

it seems to be a mechanism that she developed as a

woman to negotiate with her partner.

It does not seem to be

his way to deal with the same kind of situation when she
says:
...when my husband tells me something and I
don't agree and he is upset, I stay quiet...
Later on I tell him 'listen, I think that you
are not right', or 'have you considered
this?', or 'have you thought that the
contrary could happened?'. At the end we
reach an agreement and he says 'you are
right'. Most of the time he concedes to what
I want...
The negotiation that takes place here

is seen by the

participant as a way to achieve something,
out of him in a subtle manner.

to get something

As she states:

... It is a matter of giving the wing and
eating from the breast [of poultry]...
She also recognizes that in that process she has conceded on
numerous occasions.

This could be understood as a way of

manipulating the situation and the negotiation process.

It

can also be seen as a way of resistance or a mechanism to
cope with her status as a woman.

In the domestic sphere,

the married couple negotiates power,

but they negotiate

from

a different perspective and a different stand in terms of
that power.
For another participant the negotiation takes place
around specific decisions that they,
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as a couple,

have made

regarding finances,

work,

shelter,

that mainly touch upon domestic
an

children,

issues,

impact on their public lives.

and other areas

but that also have

She recalls that early in

their relationship they made a decision to keep separate
accounts and that each one was supposed to manage their own
budget.

This was a suggestion she made regarding home

finances.

She adds that they also decided not to have

children.

After several years of marriage they changed that

decision.

Her husband brought the topic to discussion by

stating that he
about this

felt they needed a child.

for a while,

After talking

they decided to have a child.

Her

words reveal the negotiation that took place and her
perception of that process:
...he told me that we needed a baby. I was
thinking about it before without arriving to
a conclusion... When he told me that I
laughed. I told him, 'I think you are right'.
We started to talk about all the things that
we have done together, we looked back and we
were ready... and very satisfied with each
other because we have not conceded to other
people's pressures [for having a child]...
For another teacher the negotiation process takes place
in a

form in which she perceives herself as shaping his

behavior in a slowly subtle form.

As she states

it:

I reminded him, 'do this, put this here,...
help me here'. But [I] achieve those things
with love, with tenderness,... without him
realizing that you are teaching him that he
has certain responsibilities and certain
things to do...
This mechanism is not used all the time in the same way.
There are occasions

in which she have made decisions that
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have created strong conflicts.

She says that she made the

decision regarding the school the child was going to attend.
The conflict with her husband and the manner in which she
handled the situation are express

in this excerpt:

...Initially he told me that he was not going
to pay [for the school]... I sat down... and
with my astuteness, my tenderness, I got him
to agree... Sometimes he is convinced,
sometimes he isn't...
To deal with his reaction she goes back to the subtle form
of negotiation.
Experiences

in courtship and marriage relationships

have contributed to the formation of a gendered subjectivity
among the participants
their socialization,

in this study.

Since early on in

they have learned the role that they

were supposed to play in these relationships.
accept these roles without questioning.

They do not

Furthermore,

they

have come up with mechanisms to survive which also have the
label

of their gender.

To what extent these mechanism of

resistance and accommodation are forms of gender oppression
deserves some attention.
consider that

This

is more

important when we

in that process they have to give up,

they

have to concede.

These processes of negotiation cannot be

isolated

fact that people who are engaged in a

from the

negotiation process do not arrive at
equality,

it from a position of

but that some have more power than others;

are mediated by power relationships.

It is within this

context that subjects experience the reality.
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they

Those

realities are,

at a conscious or unconscious

by oppressive relations.
discrimination will
more

level,

mediated

Their discussion about sex

enable us to understand these

issues

in-depth.

Sex Discrimination:

Am I

in that Boat?

Discrimination is an act of oppression in which
individuals or groups are treated differently.
differential treatment

This

is based on prejudices and

stereotypes around characteristics that are perceived as
true

for all the members of a group.

Also connected with

discrimination are issues of lack of tolerance and lack of
acceptance of differences

from the part of the group or

groups that benefit and sustain the institutionalized
discrimination of society.
Even though it takes place in a variety of
process of identifying the

the

forms of discrimination has taken

societies centuries of struggle.
thoughtful

forms,

It takes

individuals a

and reflexive process to understand the roots,

manifestations,

and negative impact of discrimination and a

direct and lived experience with discrimination to
understand the dimensions of the problem.
When asked whether they have been discriminated
against,

most of the participants

they do not recall

in this study answer that

instances of discrimination.

The

question was not asked exclusively in a direct manner.
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Instead,

they were asked questions regarding sex

discrimination such as whether they felt that they have been
treated different,

whether the issues discussed in the

Project are related to experiences that they have had in
their lives,

and so forth.

depth they recall

As they discuss the topic in-

such instances.

Furthermore,

they connect

discrimination with experiences that they have had during
their child rearing,
relationships.

schooling process and marital

Other participants tell

stories

in which

they have witnessed discrimination against other people.
Sex discrimination is discussed by the participants
of work and home.

Appendix K represents the organization of

those excerpts that were labeled as
discrimination".
categories.

in terms

It

is

"experiences with sex

further divided into four sub¬

The first one,

"acceptance or denial",

refers

to the excerpts in which participants talk about experiences
with sex discrimination or clearly state that they have not
been discriminated against.
are the excerpts

"Sex discrimination at work"

in which participant talk about direct

experiences of sex discrimination in work environments.
excerpts

The

in which they talked about people they know and

their experiences with sex discrimination are labeled
"indirect experiences".
excerpts

Finally,

"aggression"

refers to the

in which participants had experiences where sex

discrimination acquired the form of aggression.
we need to look at the experience
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Once again

in their own words.

One of the participants clearly states that she "does
not remember been discriminated against by anybody or
anything".

Later on she connects discrimination with work

and says:
...I have not experienced it in my work, I
have not perceived it because the school
system is based on a system of turns,
therefore, in that, I have not had any
problems... Although I have not seen it in my
profession, I have seen it in other things...
After stating that she has not been discriminated
against,

another participant recalls an experience when she

felt left out from doing a volunteer project due to her
gender.

Later on she went through a similar experience with

the same person but this time he was forced to accept women
for doing the job.

As she recalls it:

...I remember that on one occasion this man
said: 'Is there any man that is able to
come'... It was carpentry work and the males
in the meeting didn't raise their hands. Five
women, I was among them, raised their
hands... But I noticed that when he asked the
men they did not respond...
Another participant clearly states that she has been
discriminated against in a context of paid work.

She was

working in a day care center and one of her duties was to
develop fundraising activities.

As she recalls it:

...I felt very bad when,... I was used
because I was young... They used to ask me to
sit in a provocative manner... My supervisor
used to tell me: 'One needs to use all of
one's resources, you are beautiful, you can
wear a miniskirt, you can sit like this
[provocative] and ask [for money]'...
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The same person talks about another job in which she
"had to make extraordinary efforts" to show that she could
do the job.

She further recalls an experience in which she

was promoted to a position after competing with a man.
soon as she was installed in her office,
strike.

As

clients started a

She recalls the experience in the following terms:

...The strike was coming from a program that
was supervised by the man... Apparently he
wanted the position... He wanted me to be
frightened so that I could not deal with the
problem... He told me that I was the
director, therefore I should handle the
situation... Later I realized that it was a
trick of the man to be against the woman...
She further remembers certain remarks made by the man about
the fact that a woman was being promoted:
...'This is going to be a matriarchal society
and not a patriarchal society'...
In this particular occasion the discrimination was not
generated by the employer due to the fact that she was
appointed to the position for which she applied.

However,

the difficulties for a woman involved in maintaining the
position are closely connected with sex discrimination.
the other hand,

On

she experienced a subtle form of gender

oppression on the part of her supervisor who appointed her
and other women to leading positions.
them as "my five ladies",

He used to introduce

a clear patronizing expression

freguently seen in working and family environments.
One participant says that in job interviews she has
been asked questions regarding her marital status,
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her

husband's feelings if she stays working overnight,
care arrangements,

family planning,

child

reproduction and future

plans regarding motherhood.
Another participant remembers that when she asked to
teach a course on vocational education traditionally taught
by men,

the school director did not want her to teach the

course nor to recruit girls as students.
Being a victim of sexual harassment at work was
experienced by one of the participants who recalls been
harassed by clients and supervisors.
In terms of indirect experiences with sex
discrimination one participant talks about a woman who was
her friend and was denied a promotion in spite of the fact
that she was better qualified than the man who was promoted.
Another teacher talks about a friend who was discriminated
against at work.

This allowed the participant to understand

the subtleties of sex discrimination in the workplace.

As

she states it:
...She used to talk to me about that ex¬
perience as a common experience for a lot of
woman,... it was the experience of profes¬
sional women when they were trying to have a
higher position, it was, more or less, the
same experience...

Although she did not connect sex discrimination with
sexism in education she had frequent conversations with
other adults about the position of women in society.
recalls it:
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As she

...We used to talk a lot about why women were
oppressed at home, about housewives, about
professional women, working women and the
different situations that they confronted,
among them salaries, barriers to get into
upper positions, why this happened... About
professional women and how men used to look
at them in a certain way when they
participated in job meetings...
For other participants those

indirect experiences with

sex discrimination are recalled through experiences of
people close to them.

One teacher tells the story of one

co-worker whose husband used to wait for her on pay days so
that she could give him the pay check.

As she says:

...If she didn't give it to him, he would
beat her in front of everyone... Nobody
perceived it, it was as if nothing was
happening. It was usual, those things were
allowed to happen... He could use the money
for whatever he wanted... That was something
accepted and nobody would question it.
There

is also a meaning making process that allowed

participants to understand the

issue of sex discrimination

as they experienced discrimination against them.

One of the

teachers makes the connection in the following terms:
...women started to realize certain things,
that we were rejected because we were women,
that if we were pregnant we could not hold
leading positions, issues of age, that women
didn't think well, that women were too
emotional, that women can't have positions of
power as men can...
This quote
conscious

is

in the context of her realization at a

level that women are discriminated against.

connection was made by her when she was holding a
position at work.

leadership

This experience allowed her to be
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This

sensitive to women's
roles

time

issues

reject the

traditional

assigned to her.
Participants'

experiences

and

come

space

and

from their memories
people

of

as

different

they

are

forms.

relates

themselves.

recall

as

of

are

a

dual

process

also had

of

experiences

in a process

society.

oppression

of denial

discussed

in

now turn to

the

and

religion.

context

and

it
they

of understanding the

gender that has

been

In that understanding

are unfolded.

Some

of their

in

oppression.

experiences with discrimination based

ideology

lived by

takes

in their stories
and

or

of women

and oppression as

sex discrimination

embedded

particular

oppressive position

However,

oppressed by

their experiences

a

sex discrimination

human beings who belong to a

historically

class,

of

sex discrimination

instances
stories

The

They have

of

Those

issues

lived

in

experienced by teachers,

acceptance
to

are placed

from direct

closed to them.

society,

self

and to

They have
on

race,

of them have been

schooling process.

other experiences with

oppression

I

will

in their

lives.

Experiences with
In this

section

issues

of

of

participants.

the

oppression

reconstructions

I

other

will

as

part

These

issues

discuss

of Oppression

experiences with

of the background
excerpts

of experiences

are

experiences

also

that they have had
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other

in their

lives or their feelings towards a particular issue of
oppression such as class,

race,

ideas,

and place of origin.

sexual preference,

religious and political
In this

discussion I have pull together two of the categories that
were

initially developed for analytical purposes.

categories are:
oppression"

"experiences with other issues of

and "sexual preference".

including all the sub-categories
were organized,

These

but the ones

However,

I am not

in which these excerpts

in which they reconstruct

experiences with oppression and sexual preference.
addition,

In

experiences with racism and classism that they had

when they were school children will not be discussed in this
section.

These experiences have been placed in the section

about their schooling process.
Participants

in this Project have had several

experiences with different

issues of oppression.

As women,

even when they do not consciously realize that they have
been discriminated against,

they unfold experiences

in which

discrimination and oppression are transparent.
Seven of the teachers are black or from the range of
race classifications that are part of Puerto Rican
society.11

As black women within a culture that has overt

and covert

forms of race oppression,

they have also been

nIn Puerto Rico it is very difficult to categorize the race
of a person due to the mix of races of Puerto Rican society and
profound and mixed feelings around race and racism embedded in
society.
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oppressed.

They have different experiences and perceptions

about racism as a social problem.

One of the teachers has

talked extensively about class and race oppression
context of her schooling process.

in the

She also says:

...My father didn't accept me... By then
there was a problem of racism... He couldn't
believe that being white with green eyes, he
could have a black12 daughter. . .
The feeling of rejection is carried on as part of her live
experience.

She also recalls that as an adult she and her

relatives have been victims of race discrimination and
oppression.

She recalls experiences with a previous partner

who called her and her uncle "niggers".
Another participant,
different experience.

who married a black person,

had a

She states that when she brought her

black boyfriend to her house,

he never experienced

discrimination and that she did not receive any pressure
from her family.

As she says:

...They got along well... There was no
problem because he was colored, nothing said
about the future of the children...
Although she feels that her husband did not experience race
discrimination in her family and that she did not receive
any pressure,

there is an understanding that race is a

12The word use by the participant is "triguena" which is
translated as "olive-skinned" in The American Heritage Larouse
Spanish Dictionary. It has been argued that the concept itself is
a racist term. It can also be understood as a form of internalized
oppression. For a discussion of the race question in Puerto Rico
see Zenon, I.; 1975; Narciso descubre su trasero:
The Black in
Puerto Rican culture fNarcissus discovers his behind:
El negro en
la cultura puertorriquenal.
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any pressure,

there is an understanding that race

conflicting issue

is a

in society.

Another participant recalls that during her childhood
other children used to ask her about the color of her skin.
As she says:
...They used to ask me: "why do you have that
color"... They always ask me that question...
Then I started to ask myself the same
question... I even asked my parents... and
they told me that during the time of the
Spaniards, different races were mixed, the
african, the indians. They talked to me about
history... I started to accept myself... When
I grew up I realized that people of color
were rejected by other people. Other people
of color were also rejected like Albizu
Campos13, who besides his color, he was
rejected for his political ideas... When you
go to the center of the town, in the public
plaza, you notice that people are
segregated... The son of a person who is
"blanquito" is with his own people...
In her experience,
experiences,

as well as

in many Puerto Ricans'

issues of race were treated like some sort of

taboo.

As part of the process of denial

racism,

she recalls an experience in which her father was

discriminated against.

As she recalls

of the existence of

it:

...My father... never talk to us clearly
about it, probably so that we didn't feel bad
and we could se a normal world. Because if
you tell some things to children, they are

13Pedro Albizu Campos (1891-1965)
is the best known Puerto
Rican nationalist of this century. As president of the Puerto Rican
Nationalist Party, he called for armed struggle against United
States colonialism in the Island. He was in U.S. and Puerto Rican
prisons several times. He is also known for being the first Black
Puerto Rican to study at Harvard University where he obtained a
degree in law. While he was at Harvard he supported the local Irish
residents in their struggle for the independence of their country.
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raised with some kind of complex. My father
was very careful in talking to us about
prejudices. We were accepted in our
neighborhood, we had good relationships with
the neighbors, it wasn't necessary [to talk
about racism]. But my father was telling a
story about something that happened to him in
the supermarket. I think it was that someone
didn't treat him well, they referred to him
as "this black" in a pejorative manner. He
didn't provide too many details because when
he realized that we were very attentive, he
changed the topic... but he was upset...
There is a sense that if racism is overtly discussed,
can get worse.
issue

things

Avoidance of direct confrontation with the

is part of the problem.

To talk to children about

racism as a problem is seen as damaging them by the father
and by the participant.
The connection between issues of racism and classism is
made by one of the participants who says:
...Those "blanquitas" [white ones] that used
to humiliate us, didn't study... They were
the "blanquitas", the high class...
"Blanquitas" has a dual connotation.

It referred to

people's white skin and to the higher social class.
Another teacher talks about her experience with class
oppression in the following terms:
...In the university... I felt a little bit
rejected... You know that there is always a
group that has more resources, and when I was
going to make a project I needed to push
myself a little bit more because if someone
made a report... I needed to do the same
quality report than him/er who had resources
because probably the father was a manager...
I didn't have the same resources. I had to
spend money so that the evaluation of my work
was fair...
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The

feeling of competition at the college level,

a

competition in which the ones who have more resources are
some steps ahead was experienced by this participant.
experience and perceptions that fairness

The

in evaluation needs

to be based on the resources that the individual has
probably one of the most important discussions

is

in education.

Another participant remembers that when she moved to
the United States she planned to stay there for an extended
period of time.
with her,

However,

when a Polish man felt in love

her brother said:

...No... not with that Pole,
back to Puerto Rico...

you are going

She also says that she was not in love with him.
the brother made several decisions

for her:

she was not going to be with a Polish man,
send her back to Puerto Rico.
it

However,

he decided that
and he decided to

Her feelings did not count,

is he who decided.
Discrimination based on religious

discussed by another participant.
during high school,
respected.

However,

ideas

is also

As a religious person

she felt that religion were not usually
she felt vindicated when she says:

...there was always a class night and those
who had certain religious beliefs about
dances and drinks... we know that those
things happen in these activities... During
that year with the help of the school
director and the teacher we had two class
days and two class nights... Everyone could
go, but those who felt better about having no
drinks in the activity, felt more
comfortable...
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Participants also talked about sexual preferences
several times
people.

from their point of view of heterosexual

Some of them perceive that homosexuality is

acquired in the rearing process and have experienced
instances

in their lives where male siblings were treated

differently due to the
homosexual.

fear that they would become

This experience is carried on in terms of their

perception of sexual preference and the treatment of
children in their school.

There is a profound rejection of

homosexuality and lesbianism and a

feeling that school

should try to avoid or "prevent" this behavior through sex
education.

The fear that a boy would become homosexual

during the child-rearing process
participants

is discussed by one of the

in the following excerpt:

...My brother didn't have too many friends
and my mother was concerned when he was 10 or
12 years old, she had fear that he would
become homosexual because he was among so
many women...
The same participant discusses this topic in the context of
the school and the role of the school to "prevent"
homosexual behavior.

She says:

...students are in those years where people
experience new sensations, it could happen
that the same sex awakes those sensations or
it could be a person of a different sex.
There is where we need to take precautions...
In the sense that a girl doesn't have her
first sexual experiences with another girl,
neither the boy with another boy...
This perception is carried on to their approach to
games and toys.

They have been socialized in an environment
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that has clear segregated toys and games on the basis of
sex.

The society also has an understanding that if the toys

and games are mixed,
affected.

children's sexual preference will be

One participant states that although she

that she has not been fair in her judgement,
difficult
with cars.

feels

it is very

for her to see boys playing with dolls and girls
She immediately thinks that those children would

have a tendency to become homosexuals.

However,

she states:

...I don't see it as bad when a girl plays
with a car than when a boy plays with a
doll.. .
The

fear towards homosexuality is stronger in her approach

to boys.
Some of the participants also make a connection between
sexual preference and career selection,
selection of teaching as a career.

particularly the

Some of them state that

it was uncommon to see a man in the elementary school
program in the teacher preparation program.
participant states

As one

it:

... it was the perception we had in the
elementary school program; it was like a man
didn't fit there... to the point that when
there was a man in the courses, it came to
our minds that he was either evading the army
or that he was gay...
Another participant studied with a gay man,
not

feel good about him because she

example

for children.

felt it was a bad

She says:

...I didn't consider it correct at that
moment. It was striking for me that he was
going to work with small children, not
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but she did

because he was gay, but because he had a lot
of mannerisms... Deep in my heart there is
something that I don't like about it...
The concern about the example or model

for the children

is shared by another participant who further says that she
thinks that a homosexual person should not be allowed to
teach.

She says:

...I truly believe that it will not be a good
example for a child that a person like a
prostitute woman or a homosexual come to
teach... A person with sexual deviations, a
gay or a lesbian would not be a good example
for a child in the society.
While describing a curricular unit on non-traditional
occupations,

another participant talks about sexual

preference.

As part of the unit the children are going to

be expose to role models that represent non-traditional
careers

for men and women.

going to invite resources
male nurse,

When she explains that she
from the community,

is

among them a

she makes the following remark:

...I want him to be completely masculine
because there is an association that when
there is a male nurse he isn't completely
male, what we call kind of strange people
[gay]...
One of the participants had an experience with gay and
lesbian groups and felt pressure from them to become a
lesbian.

They told her that her outlook was one of a

lesbian because she was too independent.
several heated discussions with them,
changing her career orientation,

After having

and in the process

she joined a group

that used to reject and put pressure on homosexuals.
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...The first thing that they said was "if you
are normal, if you are straight, there is no
problem. If you are ambivalent, you won't
enter the group'... That got my attention...
and I liked it... The group made homosexual's
lives impossible. When professors were not
there, they threatened them, they boycotted
their work...
However,

she

homosexual

feels that she has some tolerance towards

as long as they behave according to

"the sex to

which they were born".
Their perception about homosexuality and lesbianism is
embedded in a very conservative socialization process

in

which expectations of male and female roles and behaviors
are stereotyped and segregated.

One of the participants

makes this point clearer when she says:
...It shocked me, I like virile men... Deep
in my heart I know that I have a feeling of
rejection towards them. When I say rejection
I don't mean to the person as a human being,
but the role that he plays. I still, even
though I am in the Project, I say that men
should be stronger.
In this section I have discussed the excerpts

in which

participants talk about their experiences with other issues
of oppression.
religion,

Their experiences with class,

race,

ideology and place of origin comprise part of the

background experiences of the participants.

In some of

these excerpts they have been the victims of oppression
directly.

In other excerpts,

they feel that,

experience could lead to discrimination,
of the experience was equitable.
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although the

the actual

result

Some of these experiences

are

intertwined.

talks about the

The excerpts
"blanquitas"

in which one participant

is a clear example of how class

and race are tangled in her life.

The experience one

participant with the sexist and racist behavior of her
brother is another example of this connection.
case,

In this

sexism was addressed towards her while racism and

discrimination based on ethnic origin was addressed towards
a Polish man.
A discussion about teacher's experiences and feelings
about homosexual and lesbian people have also been
discussed.
lesbians

Their profound rejection to homosexuals and

is part of their experience

in a society that send

them numerous messages against homosexuality.
The experiences with issues of oppression discussed in
this section are just part of a more complex picture of
experiences with oppression.

In the section about the

schooling process I have discussed other experiences with
racism and classism that these teachers have had.
a

feeling that some of these

There

is

issues cannot be openly

discussed.
We need to discuss these experiences

in terms of their

process of becoming and being a teacher and their connection
with gender roles,

particularly to their role as women and

mothers.
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Being and becoming a teacher:

Motherhood and Womanhood

Teaching as a career is closely linked with gender as
can be seen through the experiences of participants
Project.

in this

It is also a career that has been feminized in

Puerto Rican society since the beginning of this century
(Rivera,

1980).

The roles assigned to teachers,

women by the society have some commonalities.
are also in constant conflict and struggle

mothers and

However,

they

in the lives of

those who are supposed to play the assigned roles.
In this section I will discuss teacher's experiences
that lead them to become teachers and their connection
between the selection of teaching as a career and attributes
of mothers and women.
categories:

For this discussion I have used three

"being and becoming a teacher",

mother and women",

"teacher,

and "college experiences".

Although

matrixes were developed for two of these categories,

the

discussion of the excerpts draws from excerpts labeled in
the three categories.

This

is an example of how their

experiences are connected and the difficulty of constructing
a model that accounts for their rich and complex
experiences.
The career selection process
instances

is

full of experiences and

in which the influence of their gender is clear

through the whole decision-making process.

Limited options

have been considered by the teachers and most of them are
among the range of possibilities and fields traditionally
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occupied by women.

In those cases

in which a different

option was considered their motivations were also connected
with their gender.
One of the teachers had considered social work,
traditional women's career.

However,

a

when she learned that

it was a career that would have taken her six years to
complete,

she decided to become a teacher.

As she states

it:
...I told myself: 'I am going to study educa¬
tion because it is just three years. In three
years, if I get married, I will have a
profession.
Another teacher had thought on studying pharmacy,
another feminized field in Puerto Rico.

One of the

participants wanted to study medicine and become a
pediatrician,
concentrated.

an area where women medical doctors are
This woman was

inclined to become a

pediatrician because she wanted to be a
However,

"doctor of babies".

when she received information about the length of

the career and the amount of math courses
she decided to study elementary education,

involved on it,
a career in which

she could provide services to young children.
has

important implications

Fear of math

for the career selection of girls

and women.
Some of the teachers were influenced in their career
selection process by role models that they had when they
were school children.

As one of them states,

home and re-create school

she used to go

in her play with other children.
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She would play the role of the teacher,
were the students.

while the others

Another teacher mentions that she was

fascinated by the work of a woman teacher that she had at
school.
One of the participants was a student in the natural
sciences department of the university and was
becoming a therapist.

Her roommates were

education and she liked the
used to make

interested

in the

field of

"boxes and ornaments"

for their courses

in education.

in

that they

This

experience contributed to her decision to take education
courses and she eventually finished her bachelor's degree

in

education.
Another participant was
work,

a

inclined towards secretarial

field in which she made her living for a

few years.

She tells the story about a policeman who used to tell her
that she did not look like a secretary but like a teacher.
This comment made her think about her future and,
college,

once

in

she changed her career and became a teacher.

Finally,

another participant who talked about her

career selection says that early in her life she ruled out
the possibility of becoming a medical doctor.
states that

However,

she

it never occurred to her to discuss the topic

terms of a nursing career.

in

This participant went to private

schools and was an outstanding student.

In terms of her

final decision she says:
...I always liked to be with children. I
didn't play with dolls, but I used to take
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care of children... I told myself: 'I am
going to be a teacher, but not a traditional
teacher, not a Spanish, science, math or
social science teacher'...
Their experiences

in the teacher education program was

similar for most of the participants.
them,

Except for one of

they said that gender and equity issues were never

discussed in their courses on education.
situation,

In spite of this

one of the teachers remembers that elementary

school teachers were referred to with maternal
As she states

connotations.

it:

...We were the mothers [of the students].
They used to perpetuate the idea that you
[future teachers] were going to be there [at
school] as the mother of the students and
that's it...
Participants talked extensively about the connection
between their experience as teachers,

women,

Although not all of them have children,

and mothers.

they have certain

perceptions of motherhood that they have connected with
gender and teaching.

There is a synthesis between these

three concepts

in the experiences and meanings of the

participants.

As a synthesis the trilogy becomes one that

has embedded opposite meanings.

Their discussion about

experiences and feelings regarding motherhood and womanhood
provides some

insights

in terms of these issues.

One of the participants says that she

feels that she

has always liked more to be a woman than to be a mother,
that she has always

felt more a woman than a mother.

her to become a mother represents a loss of freedom,
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For
a

barrier to self

fulfillment,

a life full of sacrifices and

limitations.
For another participant,

male aggressive behavior

towards women is an example of how women stop being women
order to become mothers,
male's child.

in

in particular the mothers of the

She perceives men's discourse in the

following words:
...'you belong to me, I kill you and do
whatever I want and you have to bear it
because you belong to me, you are my
property. I can change to another woman [have
another woman], but you can't, because you
are my children's mother and you have to
comply with that role'...
...after marriage and motherhood, woman's
roles change... her needs as woman do not
exist, at that moment you have to be a mother
all the time, you can not be a woman...
Another participant feels that the Project has meant a
lot to her self assurance as a woman,
the value of women in this society.

and an awareness of
It has also meant the

realization that women have the same capacities and should
have the same opportunities.

However,

she also feels that

her role as a mother puts some constraints
fulfillment of her capacities,

in the

something that she

understands as a temporary situation because it will change
when the children grow up.

To what extend this

is a

temporary situation and to what extent this prevents her
from achieving professional development is a matter that she
explains with a resigned approach.
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According to some participants,

mothers are seen as the

ones who are supposed to provide help,
and love.

support,

affection,

These positive characteristics of human beings

coexist with the feelings of sacrifice,
freedom and limitations.

barriers,

loss of

This is coupled with the role that

some of the participants perceive in teachers.

This role

was emphasized during the teacher preparation program.

As

one participant says:
...I need to tell you that while I was a
college student, elementary school teachers
were referred to in very maternalistic
ways...
Her struggle between her role as teacher and her role as
woman is revealed in this excerpt:
One thinks that they [in the teacher
preparation program] are looking at you
within the concept of a traditional woman,
because it wasn't a professional woman...
They used to portray us... as if we were
going to be the mothers of the students... I
would not like to say that it should not be
[like that]... I even think that in
elementary school we keep students, and we
are more human as teachers and in middle and
high schools there is a higher drop out, that
means that the personal contact with parents
and students helps...
As a reflection of existing social

realities

participants see teaching as a job for women.
becomes:

teaching=woman=mother.

The equation

There seems to be an

obligation for the teachers to have the characteristics of
mothers

in the work place.

As one participant discusses

...that [teaching] is a women's job. Children
see us as their mothers outside of the home,
to the point that in first grade it is very
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it:

common to see a child raising the hand and
instead of saying 'Misih'14 [he/she] says
'mom'...
The connection between mothering and teaching

is made

clear in the words of one of the participants who perceives
herself as an elementary school teacher playing the role of
mother of the children in terms of love and affection.
she states

As

it:

...we are like mothers [in the sense that] we
provide them love, confidence, the
opportunity to develop their leadership,
companionship... All those things, because,
as a mother you feel the need that your child
is an example, so that she/he is able to live
in society. And here at school... we also
have that responsibility.
Some of the participants compare elementary teaching
with other careers of similar nature in terms of their
duties or sex typing.

For instance one of them says:

...I don't see that any secretary has been
told that they are going to be the mother of
their bosses...
For another participant the comparison is within the
teaching profession,

but some steps up in the career ladder.

...I have always asked myself why there are
more women than men in the field of
education, unless they are [college]
professors where the majority are male...
Although there

is a huge body of literature that

contradicts the statement about the relationship between the

^Teachers in Puerto Rico are frequently called "Misih". This
word derives from the English language "Mrs.", but it has acquired
an independent meaning in Puerto Rican Spanish. It is used as a way
to address
female teachers and it is used only to refer to
teachers.
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secretary and the boss precisely stressing the dual
secretaries as mother and lover of the boss,
makes a thoughtful comparison.
relationship the service
hierarchical

the participant

In the secretary-boss

is provided to someone up

structure while the service

structure.

in the

in the teacher-

student relationship it is provided to a group
mass service)

image of

(collective-

that is seen as lower in the hierarchical

On the other hand,

the comment about teaching as

a women's career and the higher representation of males

in

more prestigious teaching positions points towards an
understanding of the hierarchical

structure of society and

male domination in that hierarchy.
The connection between women and teachers

is discussed

by another participant who feels that blaming teachers
existing social problems

is an act of blaming women.

for
She

recalls a story published in a local newspaper and says:
...when it was published in the newspaper
[the article] 'F for education in Puerto
Rico', I felt identified as a woman. Because
in our country education is in the hands of
women... I don't know to what extent, I felt
as if they were saying 'F for teachers'
exclusively in the feminine sense...
These excerpts reflect that the gender of the teachers
was a major influence in the career selection process.
addition,

In

the perception of teachers as women and mothers

seems to be reinforced in the teacher preparation program.
Once they become classroom teachers,
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the social milieu at

school,

and society as well,

keeps reinforcing the

connection between the trilogy women-teacher-mother.

Summary
The child-rearing,

schooling and socialization

processes are imbued with experiences that contribute to the
construction of gender among participants of this study.
This process of construction has a dual and,
time,

complex course.

learned.

On the other hand,

questioned.
woman,
labels,

On one hand,

at the same

female roles are

these roles are also

The roles attributed to them through the labels

teacher,

mother;

and the meaning embedded in the

are not taken for granted by these participants.

They accept them,

struggle with them,

Some of the participants

and transform them.

in this study state that they

have not experienced gender discrimination in their childrearing process,

schooling process,

marriage relationships.
unfolded,

However,

gender oppression,

or courtship and

when the experiences are

as well as race and class

oppression,

becomes clear.

The direct and indirect

experiences

in various environments with gender,

class,

and

race oppression contribute to their perception of
oppression.
In the process of becoming teachers,
key role for these participants.
settings,

the whole social

gender played a

Once they are in classroom

structure reinforces the equation

218

between teacher and woman in which the concept of woman
also equated to mother.

is

With these experiences they

approach their lives as adults who are engaged in teaching
young children to which I will turn in the next chapter.
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CHAPTER V

TEACHERS'

EXPERIENCES

Introduction

In this chapter I will present and discuss selected
excerpts in which the teachers

from the elementary school

who participated in the Project on Gender Educational Equity
talk about their experiences

in the Project.

These

experiences touch upon a wide range of topics such as the
process of integration into the Project,
they have identified in the curriculum,

sexist areas that
classroom climate,

strategies developed to counterbalance sexism in the
implicit curriculum and in the classroom climate,

and

experiences that they had with students while dealing with
issues of sexism in their classroom.
A detailed description of the Project has been provided
in a previous chapter.

It is

important to point out some

features of the implementation process.
been in the Project for two years.

Most of the teachers

participated in the initial workshops
faculty of the school was involved.

These teachers have

in which the whole
Afterward,

they

volunteered to participate in the next phase of the Project
which consisted of technical assistance and in-service
training on sexism in education and strategies

for change.

All of the participants were interviewed during this phase,
six of them at the end of the first year and five of them at
the middle of the second year.

These teachers represent a

wide variety of grade levels and subject areas.
them teach all academic subjects,

Three of

except English,

as second

and third grade teachers; one teaches remedial reading; two
of them are natural science teachers in fifth and sixth
grades;

one teaches English in sixth grade;

another teaches

social studies to fourth grade students; one teaches theatre
to fourth,

fifth and sixth graders and two are special

education teachers.
Although they have different levels of participation in
the Project,

all of them have remained in the Project during

the technical assistance phase,
interviews were conducted.

the

period in which the

Those teachers who could not

remain in the Project were not interviewed for this study
because the purpose was to document the experiences of
Project participants.
During this phase of technical assistance and inservice training,

these teachers participated in several

workshops and seminars,
curriculum evaluation,

joined small groups,

engaged in

developed material and lesson plans,

and had interaction with other resource personnel,
particularly professors from the School of Education of the
University of Puerto Rico,

staff from the Commission for

Women's Affairs and curriculum technicians from the central
office of the Department of Education.
I will turn my attention to their initial experience in
the Project and their perception of some of the issues
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associated with the Project.

Most of the excerpts discussed

in this section are about their experiences at the initial
stage of the Project or the training sessions that were
offered to the whole school.

The Project:

Rejection and Acceptance

As they engaged in the Project these teachers have had
several,

diverse and conflicting experiences.

In this

section I will display and discuss excerpts in which
participants talk about their initial experience in the
Project.

This experience cannot be isolated from their

background experiences or what they bring with them to the
experience.
For this discussion I have selected excerpts from three
categories:
story",

"reaction to the Project",

and "perception of feminism".

"reaction to a short
Although these

categories were analyzed in-depth and matrixes were
developed,

I am not selecting all the sub-categories

organized under these matrixes,
background,
the Project.

but those related to their

initial experience and process of acceptance of
The matrixes that were built for these

categories are not shown here because it does not picture
exclusively their initial experience in the Project,
understanding of the Project as they engaged in it,
perception of feminism.

Instead,

their
or their

I am selecting those

excerpts from the categories that will facilitate our
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understanding of their views of the Project and their
standpoint as they got involved in this effort.

This will

enable us to understand their experience as it flows,
instead of constructing an understanding in which the
ideology "either-or" is uncovered.
This last point becomes clearer when we examine the
excerpt of one of the participants which was originally sub¬
categorized as "resistance-rejection to the Project".

The

participant says:
...While you were providing the workshops and
providing us an orientation, it was a violent
shock at a personal level. Because, it is not
the same to say 'I am going to promote this',
if you don't produce internal changes [at a
personal level], it is worthless...
This excerpt illustrates several issues,

among them,

the need to "produce changes" at various levels when talking
about curriculum change.
point of view,

However,

from a methodological

it also illustrates the point that

experiences cannot be labeled in two distinctive extreme
poles.

In this case there is an implicit instance of

resistance and rejection towards the Project,

but the

excerpt itself represents an understanding of the extreme
difficulties involved in trying to move a process forward.
It was mentioned before that these teachers
participated in the Project on a voluntary basis.

The

interviews revealed that seven of them were approached by
the school administration because of its interest in
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promoting representation of different teams;15 one
participant was encouraged by another teacher who was part
of the Project; two of them decided to participate because
they felt the need to make changes regarding sex equity in
the curriculum and one of them made the decision to
participate because she was interested in contributing with
the skills she had from her field of expertise.
Although some teachers agreed to participate from the
beginning,

other teachers profoundly rejected the Project.

Some of them did not want to participate due to the lack of
time and the amount of work that they are supposed to do at
school.

Participants did not receive a stipend for the

extra work that the Project involved.

Their experiences at

the initial stage of the Project are discussed by some of
the participants.
After the initial workshops, most participants state
that they did not want to participate because they did not
agree with the points of view of the resource people who
conducted the workshops, who were staff of the Commission
for Women's Affairs.

Some of the excerpts reveal the

initial rejection and their understanding of issues
connected to the Project.

Recalling this moment one of the

participants says:

15Faculty is organized in teams comprised by teachers of the
same grade level.
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...It seemed to me that it was an attack, an
attack on everything that was established, to
everything that was a norm, what we
considered to be norms...
...it was a change of roles, a role that up
to that moment one has considered, not even
considered it, one has accepted it as it was,
probably deep inside one knew some things...
It was a drastic change in everything that we
had established... they were established and
they were common, normal, accepted...
Another participant who had a similar experience talks
about her perception in the following excerpt:
...you had a fixed mind, a goal, a common
denominator..., and you wanted us to
implement that in the curriculum. But the way
that it was conveyed, using examples from
everyday life..., such as, we can't be
submissive in front of our husbands... there
were examples from everyday life that for a
lot of people, since that is their daily
life, that is their 'modus vivendi', the way
they lived, it was annoying...
This rejection is coupled with the conflict that
creates the subversion of the established order,

the

subversion of the established schemes in which participants
have believed and which,

as they perceived it,

they have

promoted during their lives.
During the workshops,

teachers participated in a series

of exercises aimed at identifying sexism in existing
educational material.

A short story about a little blond

shepherdess was discussed.

In this story,

the shepherdess

asks the wolf to eat her instead of the sheep.

The reaction

of the teachers to the discussion of the short story reveals
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several conflicts that they initially confronted.

As one

teacher says:
...the [Commission's analysis of the] 'Little
Shepherdess' ran through all the school, a
teacher even called me at home to complain
about it.
Another teacher states that:
...It was such a tender story. When I started
to see it like that I told another teacher
'these women are criminals, how are they
going to [interpret] such a tender story so
terrible'. We used to see it as a tender way
to describe the little shepherdess...
According to another participant:
...They changed such a beautiful phase,
beautiful short stories, and they asked me to
look at them with other eyes, and I was
upset...
One of the teachers recalls her experience in
connection with her understanding of curriculum and the
values that are supposed to be taught through the short
story with her students.

As she states

it:

...I have taught that story in fifth
grade,... it didn't have any repercussion for
me, besides the area of Spanish, I have
discussed the values involved in the short
story. When you [the Commission staff]
discussed it in such a different way, it was
disturbing... One does not teach like that, I
am not thinking of that when I teach, one is
looking at the skills, one is looking at a
different set of things. When the short story
was discussed, although inside of me I was
rebellious because you were telling me things
that are not like that,... deep inside I
thought: 'I have never seen it that way'.
But, what one has established is more
powerful,... changes create resistance...
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On one hand,

she understands that she is teaching a set

of values when she teaches the short story with her
students,

on the other hand,

she feels that the important

thing in terms of her educational goals is the skills that
she is supposed to develop with the students,

skills that

are not seen as value oriented but that represent a
particular set of values.

It is to say, value=skills,

those other values are not skills.
values when she teaches it,

but

She is not thinking of

but deep inside she understands

that there are values involved, values that she has not seen
with another lenses,

lenses that create profound conflicts

on her.
Another teacher states that she did not have any
conflict with the discussion of the short story,

but she

also adds:
...that short story ['The Little
Shepherdess'] was presenting woman as a
martyr, fragile, unable to defend herself, as
the one who can be attacked. I have read it
several times, but I have never interpreted
what in reality was happening... I learned
something new with the short story, that the
interpretation was that woman were
fragile,... it is a way to ridicule woman. I
opened my eyes...
Some of these participants argue other reasons for
their rejection of the Project,

among them,

the impact of

the ideas and the conflict it generated in them as it
relates to feminism.

According to one teacher at the

beginning of the Project:
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...To me it looked like a feminist movement.
I don't want to be a liberated women,... I
don't want to be feminist... There were these
women [staff from the Commission] struggling
for privileges... We understood that it meant
to set men aside, to talk negative things
about men,... to go over men...
Teachers approached the Project with their views of
feminism and the women's movement.

Their rejection of

feminism was rooted in their previous experiences and
perceptions of the women's movement.

One of them says:

...I have heard of the feminist movement...
Honestly I used to make fun of it... I have
seen... women who used to talked about
womens' rights, that women had the same
rights as men to have a good time... I used
to say 'that's pamphlet, that's dogma, I
don't like it... that's a mess, I don't
understand it. I am not going to say that I
belong to the feminist movement if I don't
know its real goal.
On one hand we can see rejection of feminism because it
is seen as a dogma,

on the other hand there is a lack of

understanding of a social movement,
complexities,

that,

is profoundly diverse.

besides its

When defining a

feminist woman one participant states:
...With feminist I mean that kind of women
who wants to be exactly like men, not about
equity... I have always said that women need
to be feminine... when you see them,
physically, they are not so feminine...
That's why I resisted participation in the
Project, that is how I saw it and I didn't
want to look like that...
...For me women's liberation,... is the woman
that looks for opportunities, but in an
aggressive and violent manner...
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For another participant feminism and the women's
movement are seen as a "negative experience" when she says:
...When the experience with feminism started,
it became a negative experience for men and
women because it had a connotation in terms
of liberalism or sexual libertinism and a lot
of people took that as an excuse to attack
the movement...
Another participant talks about conversations that she
has had with her husband about the Project and the feminist
movement.

As part of her understanding,

she establishes a

distinction between the Project and feminism.

Her words are

revealing:
...When I started to talk to him [husband]
about the Project he said: 'that's a bunch of
feminist...' ...I had to explain to him that
this was a different thing, that we were
working towards..., it was the awakening of
woman, but it was also to provide a new
opportunity for life to children...
The same participant recalls a television program in which
feminist women were discussing women's rights.

According to

her:
...it is portrayed so strongly... strongly in
the sense that it is... a huge defense of
women's rights and they [feminists] present
it in such an aggressive way, because they
feel so much pressure that they raise their
tone of voice, arguing and talking in a way
that is not the best way to convey a
message...
When asked what was the difference between the Project and
feminism she states:
...I see that feminists just want to give a
position to woman, forgetting all that men
have done. Our Project, as I see it, we are
talking about equity or equality, in that
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sense. And since I see it through the
children, more than [in my personal life], I
see it as I bring the message to the
children, in a calm manner, in a tranquil
manner, so that they have other opportunities
in their lives that we couldn't have,... so
that they learn to defend their rights...
without being so extremist or having those
kind of strong discussions...
This participant feels the need to make a distinction
between feminism and the Project because she also feels the
need to present these issues to her students in a way that
fits her image of womanhood and femaleness.

She feels a

need to separate the Project from the image that she has
about the feminism and women's movement.
conflict,

In solving the

she needs to see the issues in terms of the

children rather than in terms of her personal life.

This

provides her with arguments to reconcile herself with the
issues that she confronts in the Project.

However,

perspective is not a total rejection of feminists,

her
as she

perceives them, when she says:
...[I am not saying] that feminists are
wrong,... they have won their rights through
struggles...
Whereas there was a strong resistance to participation
in the Project on the part of some participants,

there were

other participants who connected the issues that they were
discussing with personal experiences in their lives.
example,

For

one participant mentions that she wanted to

participate because she had personally lived the issues that
were being discussed in the Project.
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She was referring to

instances of discrimination that she had experienced in a
previous job.
Even when they resisted,

some of them shifted to

acceptance as they connected it with their personal
experience with discrimination and oppression.

They also

tried to accommodate their schemes and look for
justifications.

One participant saw the Project in the

following terms:
...It was a support for women, to put women
in the place they have won... because women
have been discriminated against in
government...
Several teachers stated that they connected the Project
with their personal lives,
children.

besides their work with the

As one of them states it:

...I saw it as something new for me and for
the children, and for us as women at school,
and also for me as a way to work at home...
One of the participants who talks about the extra
amount of work involved in the Project says:
...I said: 'Oh, my God, so much work'... But
then I said: 'I need to connect this with
what is happening to me, I need to apply it
to myself'...
In their process of developing a commitment to a new
and different approach and their acceptance of the Project
as an effort to develop social change through changes in the
curriculum,

participants acquire an understanding of the

Project which allowed them to accept and to become part of
it.

This process entails a perception of the Project as one
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that is aimed towards equality between men and women.

When

talking about their acceptance of the Project one of the
participants says:
... it was a support to women and to put women
in the appropriate place and not, as we
thought initially, to go above men. There was
going to be equity between men and women, if
men have some opportunities, why are women
discriminated against...
...We started to be interested [in the
Project] when we realized that it was
something that was within what we wanted and
not to go over men. Woman wasn't in equity
with man, and that was the intention...
The idea that women are going to be above men is not
sympathetic to this or to other participants.

This also

entails an under-standing that women are to be raised to the
level of men in which men are the standard.

Another

participant says:
...I liked it because... it is not just
women's liberation, but the liberation of
human beings...
In this excerpt the participant broadens the goal of the
Project in terms of the liberation of human beings,
of women.

not just

This understanding enables her to cope with the

conflicting issues discussed in the Project.

The effort is

then seen as one that has a long range and abstract goals.
For another participant the idea that the Project was aimed
towards women's and men's liberation is
decision to become part of the Project.

important in her
As she states it:

...one of the things that they said in the
orientation was that women, as well as men.
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receive a lot of pressure in a lot of ways.
And that caught my attention...
Another participant looks for that acceptance in religious
ideas.

As she states:

...The first one who dignified women was
Jesus... They [Commission staff] are
struggling for something that has been
already established in the Bible...
For another teacher the process of being conscious is
perceived as one in which several aspects of her life come
in contradiction.

As she says:

...While you were providing the workshops and
providing us an orientation, it was a violent
shock at a personal level. Because, it is not
the same to say 'I am going to promote this',
if you don't produce internal changes [at a
personal level], it is worthless...
One teacher reconciled her rejection of the Project
with her participation in it in the following terms:
...at the beginning, it was like, I wouldn't
say that it was conflict, but one discovers
that one has a lot of prejudices. Prejudices
that are the stereotypes such as pink for
girls, blue for boys. Household chores or
classroom chores [identified] with gender.
At the beginning it was stunning. As soon as
I realized that there should be equity, that
chores shouldn't be associated with gender, I
corrected myself. But it was difficult...
The eleven participants do not consider themselves
feminist women,
feminism.

on the contrary,

some of them reject

Their perception of feminism and the women's

movement has profound negative connotations for them.
of the teachers were not eager to participate in the
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Most

Project.

Although participation was voluntary,

they

received different messages that pushed them to join the
Project.
The initial workshops that were developed to promote
interest, motivation and voluntary participation created a
lot of conflicts.

These conflicts are part of the basis for

their initial rejection of the Project.
breaking with the establishment,

When it is seen as

the norms, values and

beliefs that they feel they have not questioned or accepted
before,

the feeling of rejection becomes more real.

This is

also coupled with a feeling that new and different ideas
have been imposed on them.
The connection with real life and the "modus vivendi"
as it was portrayed in the initial workshops is another
source of resistance.

Nevertheless,

that personal

connection is also a source of acceptance.

They start to

accept the Project as they connect it with their lives and
as they negotiate the meaning of the Project.
them,

For some of

that meaning is negotiated in terms of personal

experiences;

for others it is in terms of an understanding

of the Project as one what promotes an abstract goal of
equality between men and women in which men are the standard
to be modeled.

That model is also perceived as a different

model, breaking in this way with the idea of a model.

Some

of the participants negotiate the meaning in religious
terms.

As religious persons they need to see that there is
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no contradiction between their religious beliefs,

those

beliefs established by their religion and the ideas put
forward by the Project.
An implicit and contradictory understanding of
curriculum is part of their complex struggle between
rejection and acceptance of the Project.
as a set of skills,
terms of values,

and those skills are concretized in

in other words,

"teach" values to the children.
values,

one of their goals is to
However,

since they are not skills,

curriculum.

Curriculum is seen

a different set of

cannot be part of the

Tangled in these struggles,

conflicts and

contradictions they engaged in the development of a task:
the identification of sexism in instructional material,

to

which I will turn in the next section of this chapter.

Identification of sexism in instructional Material
During the phase of technical assistance and in-service
training,

participants were asked to evaluate the curricular

guidelines,

textbooks and materials,

in order to identify

those sexist features of that part of the curriculum.

A

workshop was conducted aimed towards developing skills that
enable them to conduct the evaluation.
conducted using the Gollnick et al.

The workshop was

(1982)

categories of

sexism in instructional material.
In the interviews participants talked extensively about
sexism in the curriculum,

either in the implicit curriculum
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or in the explicit curriculum.

For the purpose of analysis

the excerpts that were labeled "identification of sexism in
instructional material" were sub-categorized twice.
first time,

according to the categories discussed by

Gollnick et al.
time,

The

(1982),

(see Appendix F)

and the second

according to the subject area in which the problem was

identified

(see Appendix L).

The excerpts that were labeled

"identification of sexism in instructional material" are
related to the explicit and implicit curriculum.

However,

excerpts in which participants identify sexism in classroom
climate or educational practices and in which the implicit
curriculum is unfolded,

are analyzed in the next section.

This section will focus in the process that they experienced
when they were looking at the prescribed curriculum with a
different perspective.
material,

Their analysis of instructional

curriculum guidelines and textbooks will be

discussed.

The implicit curriculum can be derived from the

above mentioned areas in which teachers made their
evaluations.
Even though some of the participants in this study have
labeled the problem according to the Gollnick et al.
categories,

(1982)

for the purpose of analysis of the interviews,

have labeled teachers'

excerpts using the same categories

when teachers have not done so.

These analysis cannot be

used to determine whether the participants grasp an
appropriate knowledge of the material discussed in the
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Project or the knowledge developed by Project participants.
This goes beyond the mere labeling of the problems;

it is an

understanding of the issues from the participants'
perspective.
This analysis cannot be used either to determine which
subject matter is more or less sexist.

There are multiple

factors that account for the number of excerpts organized in
each subject matter such as; number of teachers per subject
matter,

area of expertise of the teacher and the team that

worked with them,

available literature on sexism in the

specific field or level of discussion of the problem of
sexism in the specific subject area.

In addition,

if the

participant talked about sexism in the curriculum in a broad
manner,

and did not mention the subject matter,

were not used for the matrix on subject areas.

the excerpts
However,

some of them will be discussed here.
As they participated in the Project and after the
initial rejection,

participants started to look at the

curriculum using different frameworks.

In their process,

they started to focus on those areas of the curriculum in
which they did not focus before.

As one of the participant

states it:
...Basically, what I have done is that any
material, the written text, I have sharpened
by senses, in terms of invisibility, the
characters, what the real message is...
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Another participant says:
...When I sit to read a book... I start to
look, 'there is no equity', I see the movies
and now I say: 'there is lack of equity'...
One of the teachers talks about her experience with
other teachers who told her that it was more difficult to
identify any sexist features in the instructional materials
that she had.

The process becomes then,

for sexism in the curriculum.

a conscious search

As she states it:

...A "companera" [teacher] told me: 'It is
more difficult in your case, it is much more
difficult'. And then, she said: 'look here,
there is invisibility'...
For another teacher,

the process of identifying sexist

biases is experienced in the following terms:
...When you get more involved and through the
training you are more conscious, you start to
identify it, it is possible [for the teacher]
to make an evaluation with more judgement
than one who has not been in the Project...
Teachers start to make conscious efforts to look at the
material and to search for the problems that they have been
discussing in the Project.

As one teacher states

it:

...[It is] consciousness in the sense that
any material that comes to my hands, [I
start] to evaluate it and to see whether it
is sexist or not...
...now every curriculum that comes into our
hands, at a conscious or unconscious level,
we start to evaluate it within the concept of
equity, and we immediately pinpoint it...
The process is a conscious effort to look at the
existing curriculum with different lenses.
curriculum is,

for them,

The existing

the curriculum that "comes
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into

their hands" through the Department of Education.

In this

process,

curriculum is not seen as the material that they

produce,

the activities that they develop,

and the teaching

methodology that they use.
In that process of conscious search for sexism in the
curriculum,

they make thoughtful observations about the

subject matters and the specific problems of sexism in that
part of the curriculum.

As mentioned before,

I will discuss

those specific features of sexism in instructional material
as they were identified by the teachers using the Gollnick
et al.

(1982)

categories.

However,

I would like to caution

readers on the problems that emerge when using these
categories.
One of the problems in using these categories

is that

they do not appear so distinctively in the curriculum and in
the instructional material.

Most of the excerpts could be

labeled using two or more categories.

However,

for the

purpose of analysis they are categorized with one label and
if they have characteristics of two or more of the
categories,

they are discussed accordingly.

One of the category that teachers mentioned most often
was omission or invisibility.
(1982)

According to Gollnick et al.

invisibility refers to the omission in the textbooks

of women's participation in society and their contribution
to human history.
centered stories,

A counting of male-centered and femalefemales and males in illustrations,
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women

and men in occupations and biographies of women and men,
provides an insight to this type of bias in instructional
material.
Talking about invisibility and imbalance in Spanish
reading textbooks one teacher makes a comment about the
characters in a short story:
...In the story "El Tunel Frio [The Cold
Tunnel]", the main character is a man, in
"Los Gigantes de la Cordillera Central [The
Giants from the Central Mountain Range]", it
is a boy... in another one there are three
characters, the three are males...
Another teacher discusses invisibility in terms of
social studies and history courses.

She concludes by

saying:
...Through history what we have studied is
that... womens' contributions are minimum,...
One of the participants talks about curricular
guidelines in the following terms:
...in the curricular guidelines that I use
there is a total omission [of women]...
One of the teacher discusses a new reading textbook
when she says:
...If it talks about baseball, the ones who
play baseball are men... if it is about
astronauts, they never mention women
astronauts... If it is about outstanding
people, all are men, and from Puerto Rico
they just selected a man, they could have put
a short story about Felisa Rincon...16

16Felisa Rincon is well known in the Island as one of the first
women mayor, position she hold in San Juan, the capitol city, for
several years.
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The same teacher is discussing a curricular unit for
language arts and she says:
...there are five short stories... "The Story
of Joseph", "The Story of Moses", and so
forth...
One of the teachers recalls parts of the curriculum that she
used to teach in the reading courses before she joined the
Project.

She says:

...when they select the reading material, all
of them are male characters, the main
characters were male... In Puerto Rican
history [courses], the Indians, I never
mentioned a woman Indian... It was completely
omitted. I used to see it as something normal
and natural,... that was in the existing
literature that I found, and that was what I
taught...
Illustrations of natural science textbooks are also
scrutinized in their search for sexist biases in
instructional material.

One teacher says:

...there were just men working in the mines,
searching for archeological artifacts,...
women were not there, it was completely
excluded, in spite of the fact that women
have made important contributions in that
area...
Another teacher makes comments about illustrations in
the textbooks by saying:

"...there are just a few

illustrations that portray girls".

Textbook illustrations

are further scrutinized by another participant who talks
about a curricular unit for social studies called "Natural
Resources".

As she discusses it:

...the first illustration has some men
working, one on a tractor, another picking
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plantains, and another one seeding.
were no women, that is omission...

There

The same teacher points at omission of women in the new
Spanish reading textbooks.

She describes the new textbook

Carros v Globos and says:
...it has been in use for two years... It has
a story about the Indians,... it talks about
all what the male Indians did, it doesn't say
anything about what women Indians did...
She further talks about social studies textbooks,
particularly their approach to European discovery of the
Western Hemisphere and says:
...there is a short story about a male Taino
Indian, about the things he used to do on
those times, and immediately they talk about
European man, his visit to Puerto Rico, the
discovery, everything is man, man, woman
doesn't exist...
Several teachers talk about curricular units whose
title is "Hombres Ilustres

[Outstanding Men]",

of invisibility of women.

However,

as an example

another teacher

mentioned that although her previous textbook had a similar
curricular unit whose title was "Hombres Ilustres",

this

year's textbook has changed and it has incorporated some
women in the curricular unit.
The connection between the different categories of
sexism and bias in instructional material is constantly made
by the teachers.

The example of invisibility of women in

the units about distinguished men is also an example of
linguistic prejudice and imbalance.
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I will turn to

stereotype and segregation as a form of sexism that was
frequently discussed by the teachers.
Stereotyping implies that generalizations about women
based on gender are portrayed in the material.

Male figures

are portrayed as performing a set of behaviors,

values,

and

roles while females are portrayed in another set of
characteristics,

in other words,

attributes by sex.

segregating those

The stereotype is rigid and does not

account for diversity.

In addition,

figures are considered more valuable,

the attributes of male
important,

desirable

and positive.
One participant who pinpointed the problem of omission
in terms of leaving out women's experiences also says:
... it is also a matter of portraying women
just in certain areas...
In her discussion of short stories she connect the problem
of omission with stereotyping and segregation of roles.

She

says:
...If by chance there is a woman, she is
presented as a mother, she barely talks or
says few things and she is always doing
household chores...
Another teacher mentions that women are constantly
portrayed in passive roles while men are portrayed in active
and dynamic roles.

The same topic is addressed by other

participant who says:
...there is just one [reading] where a woman
goes to the woods and before she goes there,
everyone is asking her not to go because she
is a woman and she is fragile...
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The same teacher connects the problems of omission in
instructional material with stereotype and segregation as
part of the whole picture of sexism in education.

She says:

...almost all the characters are men, women
are cleaning, washing, selling and men are in
car racing and adventurous activities...
...there is a book in which they portray
female animals, but all of them were cooking,
sewing, having ten children, they couldn't
put two or three children with them, but
ten... Female animals were always with aprons
and a lot of chickens around...
Another teacher who initially discusses the problem of
omission or invisibility of women also says:
...women were not presented, just
sporadically and in a position in which she
is fragile, ethereal, it is like ether that
evaporates quickly...
...if we say that children learn through
illustrations, the illustrations in those
first school years are stereotyped and a
curriculum change is needed. The content is
stereotyped, that's sexist... the highest
professions and positions, everything was
done by men...
Another participant analyses natural science books and
says that they are less stereotypes in them.
says:

"...but there are stereotypes...".

However,

she

She adds:

...it is noticeable in a lot of professions
when women are portrayed in the book... women
are just in the factories working in the
garment industry, and the man is always the
one who is ordering around...
The Spanish reading material is analyzed by another
teacher who pinpoints problems of segregation and
stereotyping, particularly in the illustrations.
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She says:

...if the illustrations present a field trip,
we would always see the father driving the
car, the mother is seated... There is one
story in the Spanish textbook titled
"Excursion a San Juan [A Field Trip to San
Juan]"., the father is the one who initiates
the field trip, he makes decision about where
to go, when to go... The mother, completely
submissive, she gets in the car, arrives at
their destination, she was barely in the
field trip...
This material is scrutinized by another participant who
talks about a short story in which a group of children go on
a trip and visit a family in a country whose economy is
based on agriculture.

The portrayal of male and female

characters are discussed in this excerpt:
...He was the one who works on the farm and
takes out the children... She was always in
the house, doing the dishes, washing and
doing all those kinds of things...
The same teacher mentions that women are portrayed as
if they were always fearful in the new Spanish reading
textbook.

In addition,

story of "Juan Bobo
childrens'

she analyses the version of the

[John the Naive]",

literature character,

Spanish reading textbook.

a well known

contained in the new

She says:

...she was the one who did household chores,
he fed the animals, he used to do traditional
men's jobs and she did traditional women's
jobs... He puts all her accessories on the
pig, it is like an insult to put her
necklace, her bracelet, it upset me...
because it is a dirty animal, an animal that
stinks, why didn't he put his pants, or
something like that...
She further discusses stereotypes and segregation that
she found in math textbooks.

She says:
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...in the verbal problems., they always put
Juan, Pepin or Luis playing marbles, Maria
and Rosa are counting cookies and lollipops.
The mother is making cakes, boys are playing
with cars, playing baseball. If they put
animals, they are always male animals...
One of the teachers expands her analysis by making
remarks about television programs, material that she uses
for her classes.

She says:

...In those programs they always present the
woman as the one who provokes, and that
upsets me... woman are portrayed as always
paying attention to the way they dress, the
woman is the one who put pressure on man so
that he spends money... There is a T.V. ad in
which he appears in the close-up shot... The
boss comes and the first person he greets is
the father... In another one she is portrayed
as very submissive...
Although most of the problems of sexist biases in
instructional material discussed by the participants were
invisibility,

stereotype and segregation,

important remarks regarding fragmentation,

some of them make
unreality,

imbalance and linguistic bias.
Fragmentation is the isolation of information about
women and minorities in the instructional material.

Another

form of fragmentation is when these groups are depicted as
interacting exclusively among themselves and not as they
have contributed to society.
One of the teachers says that in the English grammar
books most of the characters are male.

However,

there is a

story of a woman lifeguard and a story about Emilia
Aerhardt,

the first woman who piloted an airplane across the
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Atlantic Ocean,

a portrayal that could lead to the isolation

of women's experiences if they are not discussed in the
context of their contribution and interaction in society.
Another participant pinpoints the problem of
fragmentation when she says:
...if a woman is mentioned [in the book],
that is a lot, it makes you feel that woman
has done something by chance, but it is not
an important part of history...
Unreality as a way to present information that does not
represent reality is discussed by one of the teachers when
she says:
men".

"...the book focuses on men,

about 90 percent are

This topic is discussed in the context of the

percentage of women's population as a whole.

Other teachers

make comments connected to this type of sexist bias in
instructional material when they say that the curriculum is
not relevant to children and it does not present social
realities because it does not portray the increasing
participation of women in the workforce,
family structure,
in society.

changes in the

and changes in the roles of men and women

As one of the teachers states it:

...we know that womens' contributions are
valuable and important... I see social
studies books portraying women in an obsolete
manner...
For some of the teachers this problem is present when
social problems such as drug abuse are not discussed as they
relate to women.

One of the teachers states that books "do

not value the roles that women are actually playing in
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society" and women's contributions as valuable human
resources.
Another participant makes a remark about the portrayal
of woman in instructional material in which she makes a
connection between unreality,

stereotype and segregation

when she says that women are not portrayed in textbooks and
when they are,

it is in certain areas traditionally regarded

as women's fields when women "have already left those
areas".
Another participant connects stereotypes and unreality
when she says:
...there is a short story in third grade that
talks about the Taino indians... the way they
portray her, she wanted to go with him, very
romantically, to the mountains. But they did
not see that if she went to the mountain it
was because she was as strong and brave as
him...
The portrayal of women in certain roles as a form of
stereotype and segregation is also connected with unreality
and omission.

One of the teachers mentions that women are

omitted from agricultural jobs when in reality woman have
been important in the development of agriculture in several
countries,

including Puerto Rico.

Linguistic bias as a form of sexism is freguently
discussed by the participating teachers in terms of the use
of the generic man as referring to humanity.

It was one of

the areas in which they initially focused and some of the
teachers engaged in a discussion about whether the solution
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to the problem of linguistic bias was to add the letter "a"
to articles,
adding "a”,

nouns and other written and spoken words.

By

the gender of some Spanish words change from

masculine to feminine.

Their discussion shifted to other

angles of the problem when they said that the unit about
"Outstanding Men" is an example of linguistic prejudice
against women.
Another teacher discusses the problem of linguistic
bias in the following terms:
...The story referred to Don Machacho and his
wife. They never mentioned her for
anything...
In this example,

the woman does not have a proper name.

She

is alluded to in her relationship with the man who has a
proper name and who plays the main role in the story.
Imbalance or selectivity is a form of sexist bias in
instructional material which refers to the lack of
discussion of women's issues and needs,

an example of which

is when textbooks present only one interpretation of an
issue.

One of the teachers says:

...there is a reading that just portrays
certain things and leaves out, or behind the
female figure...
In this example,

the experience of men is emphasized while

that of women is not included,

resulting in an imbalanced

portrayal of human experience.

Another participant says:

...when they select the reading material,
of the characters are male, the main
characters were male... In Puerto Rican
history [courses], the Indians, I never
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all

mentioned a woman Indian... It was completely
omitted. I used to see it as something normal
and natural,... that was in the literature
that I found, and that was what I taught...
The excerpts previously displayed are vivid examples of
sexist biases that these participants

found in the

instructional materials that they use in their courses.
They are also vivid examples of the process of developing
sensitivity towards sexism in education.

In order to

develop that sensitivity teachers had to focus on the
problems and search for them in their curricula.

This also

represents a way to raise consciousness about sexist issues
in education.

As one teacher states it:

... it is interesting to see how we were
really teaching things without being
conscious about it. It has been surprising to
discover that... you suddenly say: 'I have
not noticed that... almost all the books
[that I used] are sexist'...
Sexism in education is also depicted in other
curricular areas besides

instructional material.

I will now

turn my attention to classroom climate and educational
practices that foster sexism as they were discussed by
participants

in this study.

Sexism in classroom climate:
Where it is and how to approach it?
Classroom organization and climate,
educational practices connected with it,

including the
are components of

the hidden curriculum that frequently fosters
education.

inequity in

It is usually referred to as the organization of
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the school; the selection and placement of the staff; the
leadership positions;

architectural arrangements of the

building; allocation of money; allocation and use of
materials and resources; administrative policies;
rules and regulations;

among others.

school

It is also associated

with the interactions that take place in the school between
teacher; teacher and students;

students and students and

teachers and school administration.
The literature reviewed previously
Center for Research on Women,
1985; Hall,

1982; Barry,

(Wellesley College

1992; Lockheed and Klein,

1975; Gappa,

1980)

provides for an

exploration in this area as it pertains to the experiences
of teachers in the classroom.
Teachers from the Project on Gender Educational Equity
participated in a workshop on sexism on classroom
organization and climate during the technical assistance and
in-service phase of the Project.

In their interviews,

they

talked extensively about issues of sexism in classroom
climate that they have experienced as teachers.
addition,

In

they make connections between their present and

past experience in terms of this issue.
Excerpts from the interviews were labeled "classroom
climate" when they referred to problems of sexism identified
by participants in classroom and school climate.

Part of

the excerpts referred to strategies that they used to
overcome sexism in the classroom environment.
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It is

important to notice that in the excerpts most of the
participants identified the problems and immediately talked
about a strategy for change.
In the analysis of these excerpts I have identified
four major sub-categories:
classroom climate";

"identification of sexism in

"strategy for change";

situations"; and "sexism still present".

"before-after
We need to keep in

mind that in the process of labelling the excerpts my own
subjectivity as a researcher comes through.
category,

in particular,

In the last

I am making a judgement about

situations that were handled in a manner that can be
labelled as sexist or that unveil the opportunity for
another set of classroom climate situations that could
generate sexism.
Appendix M shows the sub-categories in which classroom
climate was divided for the purpose of analysis.

The number

of excerpts per person cannot be used to evaluate whether
the person is a "successful case" or not.

The number of

excerpts can be a reflection of how the category was counted
and how an excerpt was defined.
In Appendix N I present a list of strategies that can
be used to address issues of sexism in classroom climate.
It is useful for different purposes such as development of
programs aimed towards overcoming sexism in classroom
climate and development of qualitative and quantitative
research about sexism in classroom climate.
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An important

consideration in doing so is that,
are consistent with the literature,

although the strategies
they were depicted from

the Project on Gender Educational Eguity in which teachers
from this study participated.

They might apply to the

context of Puerto Rican teachers but lose meaning in another
context.

In addition,

teachers who participated in the

Project make several remarks about sexist situations in
classroom climate and mention several strategies for change.
In some of the cases,

the strategies were not actually used

but described as a possibility to overcome sexism.
Moreover,

an exhaustive evaluation of the effectiveness of

those strategies has not been conducted either in the
Project or in this study.
One of the teachers discusses the need to make a
connection between classroom climate and the implicit
curriculum in the following terms:
...you can talk a lot, but if your acts do
not reflect what you say... the acts are more
important... We can teach the word stereotype
to the children, they can learn the word and
identify stereotypes... But the important
thing is to apply it to our lives, to
implement it, so that they are able to see
it... What you do in the classroom, those
little things,... the girl sweeping the
floor, and the boy doing an experiment,... I
think that those things are more important or
profound than teaching them what a stereotype
is, although it is important to teach it to
them....
This excerpt is a thoughtful approach to the relationship
between language,

action and meaning in which the action

takes the place of language to convey a meaning.
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It also

pinpoints that those "little things" that are frequently
done in classroom environments convey the meaning that girls
are for "sweeping floors" and boys are for "doing
experiments".
One of the teachers says that she used to handle
students'

discipline and control by telling the girls:

"girls don't fight".
students'

Another participant refers to

discipline and says that she used to tell girls

phrases like:

"behave like a girl".

One participant

describes a type of interaction that she used to have with
the students in which the stereotypes come through.

As she

says:
...I used to be very rough with the boys in
terms of discipline; it was easier for me to
yell at a boy than at a girl... I used to
tell them, "girls go first'...
She further recalls instances where she addressed boys with
a derogatory phrase but did not use similar words with
girls.

As she says:

...the expression: 'what do you have on your
behind that you move so much', was typically
for boys, it never occurred to me to tell
that to a girl,... women's shyness, I didn't
want her to feel bad...
Classroom management,

student's discipline and

student's interaction are topics of discussion for several
of the teachers.

As one of the teachers says:

...sometimes when a girl falls down, you
could see that kind of boy who laughs at
her...
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In addition,

some of the teachers say that boys tend to hit

girls which is a difficult problem to address in terms of
gender equity.

In an effort to try to manage this type of

situations one of the teachers says:
...a boy hits a girl. I asked him why he hit
her, whether his father used to hit his
mother...
In this particular situation the teacher made an association
between the protection of women in domestic violence
situations and protection of girls in classroom situations
in which they are victims of aggression on the part of the
boys.

Whether the message is "boys don't hit girls" is an

issue explored by another teacher who recalls experiences in
which girls have fought with boys and among themselves.
This type of situation is puzzling for the teachers who do
not want to ask the girls not to fight.

As one teacher

says:
... a boy hit a girl, but the boy should never
hit the girl. Not to fight should be the
principle... If we say that the boy should
never hit the girl, we are not being fair and
equitable... there is a stereotype against
the girl that looks like a defense of the
girl. When we say: 'you are a boy, don't hit
the girl', we are saying the same thing, 'you
are weak, fragile, quiet [to the girl]', 'you
are strong, brave [to the boy]'...
In this particular excerpt,

the teacher recognizes the

underlying stereotype involved in managing students'
discipline by protecting the girls.

The prohibition becomes

then a different way to make stereotypical judgments about
interaction between girls and boys.
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This teacher used the

strategy of discussing her stereotypical remark openly with
the students.

As she describes it:

... I could see that without thinking I told a
girl: 'do not do this because you are a
girl'... or 'behave like a girl'. I re¬
evaluated what I said and I told the girl: 'I
am sorry, you shouldn't do that because of
this and that, not taking gender as a
criterion, but the circumstances that are
convenient or that aren't convenient for
you'...
Several teachers discuss the topic of classroom climate
in terms of segregated chores that they used to assign to
boys and girls.

That is the case of the participant who

says:
...Almost always I asked the boys to erase
the blackboard, the girls to organize the
desk, the drawers and the bookcases; boys
were the ones who took the garbage outside,
swept the floor, dealt with the garbage...
Classroom chores are discussed extensively by the
teachers not just for pinpointing the problem,
developing strategies to approach the problem.

but for
Most of the

teachers talk about what they used to do in classroom
climate,
messages.

identifying in this manner sexist behaviors and
However they also talk about different ways in

which they have handled classroom climate as forms to
overcome sexism.

One of the teachers says:

...to take out the garbage, I used to
consider it a chore for boys; it has been
difficult for me, but I say: 'wait, wait,
there is equity here, you [addressing to a
girl] take out the garbage'. To clean the
desks used to be for the girls, now boys also
want to do it... I used to form two lines,
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one for girls and one for boys,
now they form one line...

that is over,

In another interview the same participant says:
...In the classroom, I have been able to deal
with the division of chores. For me those
chores don't have gender anymore. I assign
them to both....
One of the teachers who says that she used to segregate
chores according to stereotyped ideas mentions that now she
reverses the roles.

She used to ask boys to pick up the

chairs and to the girls to clean up the room.

Now she asks

girls to pick up chairs and boys to clean up the room.
Although the roles are still segregated,

she perceives it as

a way to encourage girls and boys to engage in activities
that are not considered traditional for their sex.
Teachers mention several classroom chores that they
used to ask students to do in the classroom such as cleaning
up and organizing the room; cleaning tables; taking out the
garbage; opening windows; moving chairs; watering the
plants; climbing ladders; organizing teacher's desks;
correcting exams; distributing papers to their classmates.
In general,

they used to segregate these chores according to

the stereotyped idea that girls were passive and boys were
active.

They even tended to assign girls those chores in

which they perform the teacher-mother role such as
correcting papers,

distributing exams,

desk and cleaning tables,

organizing teacher's

in spite of the fact that some

boys would have liked to do them,
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as one of the participants

states.

Boys were asked to do more active and stereotyped

chores such as moving chairs,

climbing ladders,

windows and taking out the garbage.

However,

opening the

the

segregation was not always based on stereotyped ideas or
expectations about girls and boys,

given the fact that some

teachers ask boys to clean and sweep the classroom.
this happens,

as the teachers explain,

assign those chores to boys,

When

they consistently

segregating by sex this type of

activity.
When students are engaged in activities related to the
explicit curriculum,

they interact with the teacher and

other students as well.

One teacher mentions that students

tend to separate themselves by sex.
asks them to make study groups,
and girls tend to go with girls.

For example, when she

boys tend to go with boys
In other occasions they

are organized according to the level of achievement in the
skills that they are developing,
integration.

However,

giving more space for

if they are asked to make teams and

divide the different tasks among them,

girls tend to engage

in passive roles, while boys engage in active roles.
The topic of student-student interaction is even more
tangled when the same teacher expresses that girls tend to
play leadership roles in some of her courses,

such as

reporting and leading the class; and that girls are selected
by the group to perform those leadership roles.
says:
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As she

...I have observed that they select the girls
who are the best students, it is always
girls. Even the boys select the girls...
Usually the girls are the ones who go to the
blackboard...
In this particular situation,

contrary to what is expected,

girls perform leadership roles.

It is interesting to

observe that those who develop leadership are the ones who
are considered "best students",
students.

However,

presumably academically good

the segregated and stereotyped roles

that they perform in this type of interaction is unfolded
when the teacher says that girls are selected by the group
to go to the blackboard and:
...if there is a girl that doesn't write
well, they won't select her... Sometimes boys
write neatly, and they are selected...
Neatness is usually considered a stereotypic attribute of
female students.

In this particular case,

might not be proven by the girls.

the stereotype

The group will turn to

boys who perform the stereotyped attribute of the opposite
sex.

This circumstance allows some room for questioning the

stereotype.
A similar situation was confronted by another teacher
who teaches a mini-course on how to tutor other students.
As she explains it,

initially all of the students who

registered in the course where girls.
wanted to register.

Later on,

some boys

She accepted them because they had

abilities in art work and she assigned them to make drawings
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so that the female students could use the drawings to tutor
other students.

As she explains it:

...I told them: 'you are going to make the
drawings that the girls need for their
classes'... I didn't see them as teachers...
But they told me that they wanted to be
teachers, that they wanted to help... I
thought that they were going to take it as a
joke, that they were not going to be as
serious as the girls that were working
there...
The stereotype is questioned when she allows them to be
teachers and she says:
good,

"...they have proven to be very

they have worked very well,

I like it...".

Talking about formation of study groups,

one teacher

says that she decided to pair girls with boys to do projects
and present them to the class.
about the results,

Although she was uncertain

she wanted to see whether they would

follow traditional patterns regarding male and female
behavior.

As she says:

...I would like to know which one has more
responsibilities,... who plays leadership
roles, how they divided the work, who calls
whom, to see whether the traditional patterns
are still there...
The problem of self-segregation in student-student
interaction is discussed by another participant who says
that during the play period boys tend to go with boys and
girls with girls.

In addition,

mixed gender activities.

boys reject engaging in

As she explains it:

...You can see situations where they do not
want to share... 'I don't want to be on her
side'... There are some type of children who
come with the fixed stereotype, 'boys go with
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boys and girls go with girls'... It is like
trying to start all over, to tell them that a
girl as well as a boy can play marbles, she
could even play it better... At the beginning
the boys didn't want to play with the girls,
but the girls have proven that they can...
This situation makes clear that girls need to prove their
abilities in order to be included in the activity that is
traditionally considered an activity for boys.
case,

In this

the teacher needs to convince the students that girls

are capable of playing marbles as well as boys.
adds:

She further

"...A lot of girls have proven that they are also

capable of playing".

In this case she was referring to

active sports that are traditionally practiced by boys.
Another teacher says that students were divided by sex
to conduct activities related to the explicit curriculum.
When she organizes plays and dances,

girls tend to develop

those activities related to the expression of sensitivity,
while boys tend to do the technical work in which certain
skills such as construction are needed.

In order to change

this she says:
...I reverse the roles, I ask boys to create
the choreography and girls to do the
technical part such as lights, sound
system...
She also mentions that she used to assign certain tasks to
boys in which they have to develop leadership.

As she says:

... I noticed that in those games and
exercises I used to put boys in leadership
tasks and I used to leave the girls behind...
Now I ask both to do it... When I conduct
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exercises to develop self confidence, I pair
girls with boys, and I prohibit them from
segregating themselves...
Participation in classroom activities is discussed further
by another teacher who says that in classroom debates she
encourages the participation of both by directly asking
girls and boys to answer questions and making sure that the
participation is not exclusively of one sex.
One of the teachers was discussing the metric system in
her science class.

As she says,

students tend to recall

experiences with measurement systems in their homes where
the woman measures cooking ingredients and fabrics, while
the man measures space and construction materials.

She

developed an activity in which students were supposed to
measure different things in the classroom.
models at home,

Following the

boys asked for permission to measure space

and to use ladders for doing the task.

Her answer was:

...'that's ok, but, let me ask this girl to
help you, both will make the measurement and
then you compare the results'...
Another teacher was discussing scientific concepts with
her students and says that the textbook has stereotypical
illustrations in which women were portrayed doing chores in
the kitchen.

In this occasion,

she counterbalanced sexism

in the textbook by asking boys to do experiments in which
they had to mix ingredients, prepare food,
process and the results.
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and record the

One of the participants uses the concept of re¬
education to express that they have made changes in the way
they handle the classroom climate.

She says:

...we have been re-educated... Now the boy,
as well as the girl need to clean up... The
lunchroom line, there used to be a line for
boys and a line for girls, now there is just
one line...
This example is presented by several participants who
mention that they used to separate students in two lines?
one for boys and one for girls, when they were going to
leave the classroom.

In addition,

some of them say that

they used to separate the students in the seating
arrangement in their classroom.

However,

one of the

teachers mentions that she has never used seating
arrangements to separate girls and boys.

According to her,

she integrates them so that she could manage boys'
discipline.

As she says:

...I have always put a girl in the middle of
the boys because, supposedly, girls are more
quiet... In certain places I put a flower
[girl] so that her presence impedes them from
establishing a relation with the other boy...
In this particular situation,

a sexist action takes place

based on stereotyped ideas -the girl is the flower.
addition,

In

the girl becomes an obstacle for the interaction

of the boys.

However,

this teacher did not recognize this

action as a sexist method of managing students discipline.
On the contrary,

she refers to it as an example of how she

integrates girls and boys in the seating arrangements.
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Some of the teachers address the topic of sexism in
classroom climate in their discussion of the decoration of
the classroom.

One of them says:

...I realize that the classroom ornaments,
although they were not boys, they were
masculine illustrations: clowns, bears. I did
not have female clowns or female bears.
Another teacher says that while studying the unit on
"Outstanding Men",

she used to post around the room pictures

of those men who are mentioned in the textbook.
recently,

More

she made a conscious effort to include

instructional material about women and she posted their
pictures in the room.
To counterbalance sexism,

some of the participants used

the strategy of overt and open discussions.

As one of them

says:
...I do it very spontaneously. Since I arrive
at school I start to deal with equity... any
comment, anything that I feel it is important
to discuss, I don't wait until I plan
something, I deal with it immediately and I
clarify it immediately...
Another teacher says:
... I need to take advantage of those moments
in which there are sexist situations in the
classroom, the behavior of boys towards
girls, in girls' behavior towards boys, I
discuss it immediately...
In this particular instance,

there is an expectation that

the inappropriate behavior of students will be addressed
towards the opposite sex.
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Another teacher feels that the way to address sexism in
classroom climate is to be subtle.

As she states it:

...I am not going to tell them that we need
to be equitable, that there should be a boy
and a girl. I ask for a girl to participate
because we are all part of the class...
The teachers who participated in this study whose
purpose is to document the experiences of participants in
the Project on Gender Educational Equity have made important
remarks about sexist features of the classroom climate.
They have also been critical of their own sexist behaviors
in classroom environments.

Sexism has been identified in

teacher-student interactions as well as student-student
interactions.

These interactions have occurred when they

are engaged in activities such as classroom chores,
student's discipline and teacher's response,
participation in sports and games,
groups,

organization of students,

interaction and

formation of study
students participation in

classroom activities related to the explicit curriculum; and
development of leadership,

among others.

In addition,

they

have discussed the classroom physical setting as another
element of classroom climate that might foster inequity.
The identification of the problem represents an
important step in their commitment to develop an
alternative.

They have also approached sexism in classroom

climate by developing strategies aimed towards a more
equitable classroom climate.

Open discussions with students

about sexism and sex roles have been encouraged by some of
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them.

Others feel that they need to be subtle,

rejecting in

this manner what they perceive as an aggressive approach.
In this particular instance,

the equation of mother,

teacher

and woman previously discussed, helps us to understand their
feelings.
The strategy of integrating boys and girls in classroom
chores,

study groups,

sports and games and so forth,

been frequently used by the teachers.

has

As they use this

strategy or what some of them describe as "put a girl and a
boy" or "reverse the roles",

they handle the situations so

that the goal is to equate girls and boys.

In the

development of strategies they start to realize that the
problem is more puzzling than equating boys and girls.

The

excerpts in which teachers discuss fights between boys and
girls and in which they talk about leadership as it relates
to gender,

are examples of the complexities of the problem.

It is also an example of the difficulties involved in
changing the implicit curriculum represented in the
classroom climate.

This discussion also touches upon

aspects of the explicit curriculum to which I will turn my
attention in the next section and which represents the core
of this dissertation.

Integration of gender equity into the Curriculum
In this section I will share significant excerpts that
were labeled "integration of gender equity into the
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curriculum".

The intertwined relationship between the

explicit and the implicit curriculum becomes more clear in
the presentation and discussion of these excerpts.
reading the excerpts and labelling them,

After

I made a definition

of the category as it emerged from teacher's texts.
defined it as those strategies,

activities,

I

topics and

methods that teachers have integrated into the curriculum as
it pertains to gender and the explicit curriculum.
When I started to build a matrix of these excerpts I
suddenly discovered that some of the excerpts reflect that
teachers did not plan the integration,

but that gender

equity was incidentally integrated into the teaching¬
learning activities as a form to counterbalance sexism in
the curriculum.

In some instances,

integrate gender equity,
topics,

once they incidentally

they systematically incorporate the

strategies or activities into their curriculum,

sometimes as a mechanism to handle implicit features of the
curriculum.

In other words,

far from being incidental they

became strategies that the teachers have incorporated into
their repertoire of teaching strategies.
Certainly,

some of the strategies used by the teachers

to approach and to counterbalance sexism in classroom
climate are aimed towards problems that are encountered in
the implicit curriculum.

Most of the teachers mentioned

that the strategies that they used for classroom climate are
not planned aspects of the curriculum or are not
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particularly addressed in the teaching-learning interaction
with the students.

In other words,

address these issues in the class,

they were not set up to
but "took advantage" of

situations to discuss or to handle them in a more equitable
manner.
This brief introduction provides a basis to understand
the intertwined relationship between the explicit and the
implicit curriculum as it was experienced by the teachers
who participated in this study.
For analytical purposes,

these excerpts were sub¬

categorized in two different matrixes or forms of
organization of the material.

These matrixes are

complementary and not exclusive.

In the first matrix I sub¬

categorized the excerpt according to whether it was a
planned or incidental approach.

Another sub-category used

in this first matrix was the curricular area in which gender
was integrated,
activities,

that is to say,

or methodology.

topic, materials,

In the same matrix I used

another sub-category in which I try to depict from the
excerpt whether it was integrated into the regular
curriculum or it was added to the curriculum.

In the second

matrix I sub-categorized the excerpts according to the
subject area in which gender equity was integrated.
Finally,

I labelled the excerpts according to the type of

strategy based on McIntosh's
re-vision.

(1983)

phases for curricular

I certainly discovered that the McIntosh
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(1983)

phases cannot be depicted in these excerpts as she
classified them,

but her work contributes to the analysis of

the except in which different strategies were used.

The

final sub-categories for analyzing the excerpts are:
"outstanding women";
occupations";

"women in non-traditional roles and

"exchange,

reversal or exploration of roles";

discussion of "oppression as a problem",
common girls and women".

and "lives of

These approaches are not found so

distinctively in the excerpts,

but they certainly represent

different and complementary approaches.
The excerpts from the broader category "integration of
gender equity into the curriculum" are organized in Appendix
0 and P.

Most of the excerpts are repeated in the sub¬

categories depending on the type of analysis that was done.
Sometimes,

one excerpt is labelled into two distinctive,

complementary and contradictory categories.

This is an

indication that reality is built out of contradictory and
complementary pieces.

It is also an evidence of the

different approaches to understand social reality.

This is

also consistent with my theoretical viewpoint which calls
for an understanding of the complexities of the world where
the phenomena can not be classified as "either-or",

nor is

it a point in between because reality is not lineal,

but

multidimensional.
Gender equity was frequently integrated into the
curriculum in an incidental manner,
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that is to say that the

integration of gender was not planned,

but that when they

r\

were engaged in a teaching activity,
strategy,

made a comment,

they developed a

changed the planned activity,

or

developed a discussion with the children all related to
gender.

A concept that was frequently used by the

participants to describe those incidental instances was
"aprovechar" or to take advantage.

This is done when,

they are engaged in the teaching-learning interaction,
discover that the curriculum is sexist.

after
they

One of the

participants says:
...having developed consciousness about the
fact that there is a reading where women are
portrayed in certain areas... I have taken
advantage... and enriched, complemented, or
substituted... For example, there is a
reading about Simon Bolivar17... I
introduced a Latin American female figure who
has also been outstanding...
In this particular case she did not plan to complement the
reading, but mentioned Gabriela Mistral18 as a Latin
American woman who is well known for her outstanding
contributions to literature.

She further adds:

...in the Spanish textbook, Carlos was the
main character, I have substituted it with a
girl... I ask the students: "Do you think

17Simon Bolivar is well known for his struggle against Spanish
colonialism. He initiated an armed struggle that liberated five
countries.
18Gabriela Mistral (1889-1956) was a Chilean poet and teacher
who won the Novel Prize in Literature.
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that the description could be applied to a
girl, let us read it as if it was
Carla'19. . .
The same teacher explains that when she identifies a
stereotype in a reading material she points it out to the
children.
Another teacher says that when she writes sentences on
the blackboard,

she uses the feminine noun attributing to

them non traditional roles such as "Juana changes the
tires".
For another teacher these incidental instances occurred
when students make sexist remarks.

She "takes advantage" of

the remarks and openly discusses it with the students.

She

describes one of those instances in this excerpt:
...A boy said that he liked to go to the
beach to see women wearing bikinis. Then a
girl said:
"Well, I like to see men". They
got hysterical. And I said: "she has the same
right as you to say that a guy looks nice"...
She further explains that students wrote a composition about
the topic under discussion.
Referring to critical thinking one of the teachers
says:
...when they come with a very sexist or
racist idea, one of those fixed ideas, I
don't try to impose my idea on them, the
concept of critical thinking in which a
person talks, then another person talks, and
I clarify it...

19By changing the letter "o" for "a" some Spanish nouns change
the male into a female gender.
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The same teacher explains that to incorporate gender
into the curriculum,
lesson plans,

she does not write about it in her

but does it "automatically".

As she says:

...I am more a doer than a thinker... I do it
automatically... when I am going to write on
the blackboard, I am very conscious so that I
don't put women in traditional professions,
nor men always working...
Another teacher explains that in one occasion she had
to substitute a teacher and she decided to play a kind of
basketball game with the students.

She noticed that girls

were not participating and she decided to have a discussion
with the students in which she asked them to name basketball
players.

Since none of them mentioned a woman she did it.

After the discussion,

girls participated in the game and one

of them made the highest score.
The incidental integration of gender equity into the
curriculum is discussed by another participant who says:
...when I have the chance and there is a
reading about some work or profession... I
take some time to clarify it...
The pressure to cover a prescribed curricula is
discussed by the same participant when she says:
...If I have too much pressure and I have to
cover certain things, I discuss it as it is
in the book, then when I have the chance, I
go back to it...
...I cover the skills that I need to cover,
later, if there is something to do in terms
of equity, I do it... If there is an
omission, or the illustration is too sexist,
whatever I see in the reading, I stop and
explain it. I guide them to make
observations:
'What do you see in the
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illustration, what did it leave out'... Once
they make the remark, I ask them how it
really is in our society and we keep
reading...
These excerpts are clear examples of the incidental
nature of the integration of gender into the curriculum.
They also present the pressure felt by the teacher to
"cover" the curriculum which is defined in terms of skills
that students are supposed to develop.
In these incidental instances,

this teacher uses

questioning techniques with the children.

She says:

...I ask questions so that they do an
analysis of the situation... 'How would you
do it? What would you do if you were that
person? If you had the chance to change it,
how would it be?'...
The incidental nature of the integration is further
discussed by another teacher when she says:
...I take advantage of special days,
Thanksgiving Day, Columbus Day, Mothers'
Day... Situations that come up... when we
were talking about the men who went to
space... we started to talk about the woman
that went to space, what she did, how much
she liked to use the telescope to observe
space since she was
a child... In math I mentioned that there are
women mathematicians...
The connection with social problems and the incidental
integration of gender is discussed by one of the
participants who says:
...They watch a lot of films and make
comments. Like the film in which the father
abused a child... I had the opportunity to
explain what abuse is... They bring up some
situations that gives you an opportunity to
have a dialogue with them...
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...To deal with these concepts has not been
difficult, although I do not force them, but
when the moment appears...
Another teacher talks about an instance when she was
discussing a reading in which the main character was a boy
who went to a car racing competition.

She introduced gender

equity issues by questioning the role of the main character.
...I asked questions, so that I made them
discuss equity...' Do you think that there
were ladies in the competition... I made them
to be aware that ladies and girls also like
racing cars... I even told them that I like
it... so that they can see that ladies are
also interested in things that are
traditionally for men...
...Teachers who are part of this Project need
to take advantage of every opportunity to
introduce equity into the curriculum...
One of the teachers was covering a unit entitled "My
community and other communities".

The book has a reading

about a country where women fish for a living.

She says:

...The reading was about the type of work
done by women in Portugal. It says that women
were fishers... We talked about Puerto Rico,
about places in Puerto Rico where women also
fish, about Pinones20, . . . that there are
women who fish, sell the fish and sell food
that they prepare with sea food...
These incidental instances also become planned and/or
conscious ways to integrate gender equity into the
curriculum.

Once they have used one or several of these

strategies to integrate gender,

they incorporate them into

20Pinones, located in the northeastern coast of the Island, is
a beach area that has kiosks attended mainly by women who sell
fried food made out of sea food.
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their teaching repertoire.

For example,

some of the

teachers who mentioned that they changed stereotyped and
segregated roles in math and language arts drills,

mentioned

that now they do it in a regular and purposely basis.

As

one of them says:
...In the exercises and drills that I do with
the students, you can notice that men are not
always working anymore, men are playing and
women are working, men are mopping the floor
and women are doing paper work...
However,

there are instances where the teacher

intentionally planned to integrate gender issues
curriculum.

For example,

into the

one of the teachers who says that

she does not have a prescribed curriculum says:
...I have adapted the curriculum, the short
stories... since I don't have a curriculum
per se,... I have looked for readings... I
have a reading in which the girl is a
carpenter, she helps her father during the
summer to fix the house... Another about
Anacaona21, . . . Queen Elizabeth, ... a short
story entitled "Un regalo para Margarita [A
gift for Margarita]" where she receives a
bicycle and she does not follow traffic
rules,... in all those things boys are
usually the ones who are portrayed in the
short stories...
In this example,

the participant has made conscious efforts

to integrate gender,

she has planned her lessons considering

equity issues and she has searched for material that either
do not portray girls and women in stereotypical roles or
that brings

issues of gender into the classroom discussions.

zlAnacaona was a woman Taino indian from what is today the
Dominican Republic who played a leading role in the rebellion
against Spanish domination.
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It is interesting to notice her statement about curriculum
when she says that she does not have a curriculum.
and other teachers as well,

For her,

the curriculum is the prescribed

curriculum provided by the Department of Education.

Her

conscious effort to integrate gender equity is revealed in
another excerpt in which she explains that she adapts
reading material that portrays stereotyped and segregated
images of men and women.
This planned and conscious effort is also used by other
participants when they search for instructional material or
adapt existing materials.

However,

they also mention the

integration of different topics into classroom discussions
which also allows them to develop activities and other
instructional material.

Several teachers mentioned that

they have developed and implemented different activities
around the topic of domestic violence that were integrated
into the curriculum during the week that the International
Day Against Violence Towards Women is commemorated.22
These activities were developed and implemented by a team of
Project participants as well as other teachers from the
school.

One teacher describes the activities that she

conducted in her classroom in this excerpt:
...the integrated unit... that was a day in
which we talked about non-violence all day in
different classes... We made a play in which
domestic violence is discussed. The father

22November 25 is commemorated as the International Day Against
Violence Towards Women.
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arrives from work and he beats everyone in
the family, the wife, the kids... Then we had
a group discussion...
During the same week in which teachers planned to
discuss domestic violence in every class,
integrate the curriculum,

as an effort to

one of the teachers wrote a short

story about twin brothers who had opposite behaviors,
socialization processes and child rearing experiences.
her story,

In

one of the brothers grew up to be a "good father

and husband", while the other one beat his wife and
children.

At the end of the story the man who abuses his

wife and children was divorced while the other one had a
happy life with the woman and the children.

This

predictable type of story is used in the context of a
discussion of socialization patterns and possible
consequences of stereotypical and segregated roles.
The integrated day approach was used by another
participant who says:
...In math they worked with tables that
present figures about cases of domestic
violence... They draw the scene that they
like the most from the play...
The discussion of the topic of domestic violence in the
classroom was integrated by another teacher who says:
...We talked about violence, when it is
verbal violence, when it is physical,... we
discussed it from the point of view of the
relationship between themselves as students,
in the school yard, in the classroom,
comments such as "you are so dumb, you don't
know the answer"... how those incidents of
extreme violence started with those type of
comments... We started by discussing violence
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against women, and they brought the issue of
violence against children and child abuse...
Then we discussed how the socialization
process contributes to that, that men see
themselves as superior to women, they feel
that they have the right to beat women,
children, to abuse them physically,
emotionally, verbally....
She further adds that students did a survey about sex role
socialization in which they interviewed adults in the
school.
The use of mass media was mentioned by another
participant who says:
...The film MA Flor de Piel [In the depth of
the skin]"23 was shown on all TV channels.
Students saw the film and we discussed it in
the classroom...
To build on these experiences,

the theatre teacher developed

a play with her students in which the connection between
domestic violence and the socialization process is
presented.

As she describes the process:

...Everything started after we discussed the
topic of domestic violence. Initially they
made a pantomime about domestic violence...
they discussed cases of domestic violence
that they know of, and they realized that it
is true, that... the father beats the girl,
the boy... They contributed ideas. I just
looked at it from the aesthetic point of
view... A student teacher mentioned a well
known proverb: "I have my rooster, those who
have their hen should tie them"... Everyone
was contributing with their comments and
experiences...

23"A Flor de Piel" or "In the depth of the skin", a film about
domestic violence, was produced by the Commission for Women's
Affairs and Saga Films. It was exhibited in almost every TV channel
on November 25, 1990 as part of the activities to commemorate the
International Day Against Violence Towards Women.
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The play was developed by a group of students,

the student

''■'N

teacher and the teacher.

They used different sexist

proverbs to show how they are part of the socialization
process in which women are portrayed as objects.

After

presenting different scenes in which those proverbs are
used,

they made a pantomime that represents violence against

women.

The play was presented several times and after the

presentation,

it was discussed by the groups.

The intentional and planned integration of gender
equity issues into the curriculum is made by several
participants thorough other topics in addition to domestic
violence.
material,

In that process,

teachers look for instructional

adapt existing material,

introduce new teaching

methodological approaches such as classroom discussions
based on questioning techniques and cooperative learning.
One of the teachers mentioned that when she is discussing
the origin of theatre with her students she consciously
discusses the role of women in the evolution of theatre.
she states it:
...I do it consciously, with a purpose, when
we are discussing the history of theatre,
that men used to wear make up, that women
participated... But that there was a period
in which women were not supposed to
participate in theatre... That men were
supposed to play male and female roles, that
children and youth used to play the role of
women because they had women like voices... I
explained to them that in different societies
men were the ones who wear make-up... How
women are incorporated again as theatre
performers in the 18th century... When we
discussed the history of Puerto Rican
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As

theatre, I used plays written by Alejandro
Tapia y Rivera24... the images that he
portrayed about women,... how he defended
women's position in society, not just because
they reproduce human life, but because they
make important contributions in all aspects
of society...
This excerpt presents several aspects of her approach to
curricular integration.

There is a conscious effort on the

part of the teacher to integrate gender into the regular and
prescribed curriculum.

The history of theatre is a topic

that she is supposed to cover in her class.

In other words,

she did not have to change the topic that she was supposed
to cover in order to integrate gender.
incorporates into the discussion,

She also

from a historical

perspective, women's participation in the development of a
field of knowledge.

In addition,

she discusses the role of

gender in the literary work that she is supposed to cover as
part of the regular curriculum.

The same participant

mentions several ideas that she would like to integrate into
the curriculum regarding gender.

As she says,

she has some

flexibility in incorporating other topics into the
curriculum,

different than those from the prescribed

curriculum that she receives from the Department of
Education.
students,

As long as she develops certain skills in the
she is allowed to integrate her own ideas.

Among

2AAlejandro Tapia y Rivera (1826-1882) is considered in the
traditional literature as "the father of Puerto Rican theater". He
wrote several plays during the last century in which the role of
men and women in society are portrayed.
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those,

she mentions the use of songs,

the discussion of

-\

their lyrics and the discussion of TV advertisements.
...I use songs and discuss them with the
students.
"Let's see, can we do theatre with
this song?"... The song "Vivir sin ella [To
live without her]", the meaning of love for
him..., the need for men to love women and
not to use them as sexual objects...
...I want to develop a theatre play about TV
commercials, how they present inequality...
how sexist they are...
Another participant talks extensively about the
strategies that she used to integrate gender into the
science curriculum.

In one of the instances she departed

from the regular curriculum that is organized into
curricular units.

She was discussing a unit about

"Conservation of the Environment" and says:
...I realized that there were certain things
that were omitted, especially about Puerto
Rico. The unit mentioned different types of
industries, how they operate... They said
that almost always that kind of work was done
by men, that women were omitted... Then I
decided to include the issue of Mayaguez
Industrial Park where there is a lot of
contamination,... I told them that there were
a lot of women working in that area, more
than men,... I asked them if they wanted to
learn more about it... We saw a film about
the Guanajibo Industrial Park and they made a
play... Then we had a panel discussion...
They concluded that women were affected with
contamination as well as men... They
presented a lot of options to improve the
quality of the environment... I like it a
lot, because science is not like Spanish or
social science, where you can see the
stereotypes very blatantly... There are fewer
in science, but they exist...
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This particular teacher integrates gender issues into
the curriculum after asking the students whether they want
to learn more about a topic that she has addressed in the
classroom.

When she discusses topics that are in the book

as part of the explicit curriculum,

she does not need to ask

the students whether they want to learn about it or not.
However,
them.

since it is not included,

she feels the need to ask

By doing so she builds the curriculum according to

the interest of the students.

The involvement of students

in the teaching-learning process is further developed when
they present options for real life situations such as
environmental problems.

On the other hand,

science is seen

as a discipline that is not as objective as it pretends to
be and it is integrated to other disciplines as well.

The

connection between gender issues and ecological problems was
barely discussed in this example.

Particularly,

the debate

on whether environmental problems at the work place affect
women equally than men.

In terms of other aspects of the

curriculum it is important to notice,
available material,

that she used

debates and role plays which were

incorporated as part of the activities and strategies in the
teaching-learning process.

This represents an innovative

approach for the teaching of science.
The same teacher was discussing a curricular unit
entitled "Changes in Matter:

Gas,

Solid and Liquid".

When

she realized that the book had stereotyped illustrations,
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she developed activities to counterbalance that stereotype.
)

In this activities boys would play traditional female roles.
This same example was used in the discussion about classroom
climate.

It could be seen as an example of how classroom

climate and the implicit curriculum are connected to the
explicit curriculum.

In the first example,

the purpose was

to show how the participation of students in diversified and
non stereotypical activities can contribute to
counterbalance sexism.

In this example,

the important point

is that the teacher deliberately developed an activity
integrated into the topics of the regular curriculum.
Another teacher mentioned that after a classroom
discussion in which children divided household chores
between the ones traditionally done by women and the ones
traditio-nally done by men,

she gave a homework assignment

to the students where they were asked to do household chores
that are not traditionally done by their gender.

Among the

chores that boys were supposed to do were to mop floors,
help in the kitchen,

and help their mothers? while girls

were supposed to take out the garbage, wash the car,
help their fathers in male-typed household chores.

and

They were

asked to record the chores that they were doing at home.
Back at school they had a discussion about the experiences
they had had.
The same teacher explained that in the math course,
book and instructional materials omit women and girls or
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the

portray them in stereotyped roles.

She prepared a female

and a male doll to be used as a counting device.

Afterward

the students prepared their own female and male dolls.
The discussion of gender roles in the explicit
curriculum is further discussed by one of the participants
who says:
...The curricular unit about occupations is
based on history... We developed a new unit.
It is still about the world of occupations,
but we are going to have exploratory
activities in which students are going to
look for information about different
occupations,... they are going to put that
information into little bags, they are going
to visit the school counselor,... they are
going to select an occupation that they would
like to do when they grow up... they are
going to make a graph about the different
occupations that were selected... We are
going to invite people from the community who
have non-traditional occupations, a male
nurse, for example... Then they will have the
chance to select an occupation again... They
are going to do art work with the information
that they put in the bags... They are going
to have theatre activities in which they are
going to perform situations encountered in
different occupations...
This unit comprises several aspects of gender and
curriculum integration.

Students play an active role in the

exploration of the topic under discussion.
different disciplines,

such as art,

theatre are integrated.

Moreover,

In addition,

social studies,

math and

students have the chance

to explore non sex typed occupations and to discuss the
stereotypes that are freguently found in occupations.
Another teacher talks about the way she has integrated
gender in social studies.

As she says:
284

...They were doing research about the vote of
women... How it was in the past, how it is
now... How many people at their home could
vote... In economy and jobs, how many men
work, how many women, why they work, why
there are less women working...
The approach of pointing to outstanding women or women
in different occupations is used by another participant in
her science course.

As she says:

...We were discussing the unit on the
weather... I gave them a homework assignment
in which they were supposed to find
information about the gender of people who
give the weather report on each TV channel...
...I talked to them about a woman scientist
in the United States, I found an article
about her. She was doing a study on
volcanoes...
The same teacher mentions that some of her students made
projects for the science fair about gender issues such as
domestic violence and divorce,

this time within the context

of social science research.
Another teacher who identified omission of women in the
illustrations of the reading textbook says:
...I let them observe the illustration in the
book... But I brought another one in which
women are working in agriculture... I asked
them questions such as: "what do you think is
missing here"... There is always a child that
says: "there are no women".
Then I bring the
other one and I say: "Let's see this other
illustration, to talk about what we see there
and what they are doing, and then we would
compare them... Then we bring it to our times
and their experiences with relatives who are
women and who do similar type of work, their
grandmothers...
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The same teacher developed activities
class

for her science

in which she made a conscious effort to make sure that

girls participated in science related activities.

She asked

the school counselor to provide her some illustrations
which women were portrayed doing natural

in

science research.

She further discusses the topic of women in non-traditional
occupations when she says:
...While I cover the topic about community,
public employees are portrayed. I present
different illustrations about traditional and
non-traditional jobs that women do...
As mentioned above,

some of the excerpts were analyzed

in-depth using an adapted version of McIntosh's
phases

for curricular revision.

by McIntosh

(1983)

is

(1983)

The first phase developed

"Womenless History",

and is

characterized by the inclusion of those who are in the top
level of the hierarchical structure and power.
phase,

"Women in History",

The second

women who arrived at the top

level of the structure are included in the curriculum.
There is an assumption that curriculum is functioning well
and that just need to separate some slots
make it to the top.
(1983)

is

History",

for some women who

The third phase discussed by McIntosh

"Women as a Problem,

Anomaly,

or Absence in

in which the disciplines and the curriculum are

questioned.

It begins to recognize that the curriculum that

emphasizes discrimination,
opportunities
curriculum.

barriers,

and lack of

is looking at women as a problem in the
Phase four,

"Women As History",
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recognizes that

women,

although different and excluded from the top

hierarchies,

are not

'deprived'.

In this phase the life and

experiences of the ones who are different are explored indepth.
(1983)

Phase five of curriculum revision is what McIntosh
called "History Redefined or Reconstructed to Include

Us All".

In this phase the hierarchical structure is broken

and a global system replaces the hierarchy.

Her phases are

not found so distinctively in the excerpts from these
interviews.
found.

However,

some interesting tendencies were

Some of the teachers integrated gender into the

curriculum using the "outstanding women" approach.

This

means that they try to incorporate women who were historical
figures or who have made outstanding contributions to the
field.

Consistent with the second phase of McIntosh,

teachers started by discussing women such as Gabriela
Mistral,

Feliza Rincon, Victoria Munoz25,

Hernandez26,

Queen Isabela27 and Anacaona.

Zaida
One of the

teachers says:
...In the examples that I give them, I look
for women's contributions in theatre...

25Victoria Munoz is a Senator in the Puerto Rican Legislature
and the candidate for governor of the Popular Democratic Party. She
is the first woman to run for that position.
26Zaida Hernandez is a Representative to the Puerto Rican
Legislature of the New Progressive Party, of which she is Vicepresident.
27Queen Isabela of Spain provided economic resources to
Christopher Columbus to made the voyages to the Western Hemisphere.
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Another teacher says that she provides examples of
outstanding women basketball players.

One of the

participants asked the students to do a project on
outstanding women scientists.

As she says:

...each student made a project about women
scientists... there were so many outstanding
women scientists that I even didn't know
about them...
According to another teacher:
...they were going to look for information
about historical figures who are women...
One of the science teachers says that she looks for
woman scientists to discuss their contributions to science
in the classroom,
space.

However,

among them the first woman who went to
there are not just historical figures or

women that have made outstanding contributions to the
discipline.

They also try to find outstanding women in the

field who are still alive as a form of exploring nontraditional careers with the students.

Another teacher says

that when she was discussing the concept of world peace with
the students,

she included outstanding women.

As she says:

...I discussed with them a reading about
outstanding women who struggled for world
peace...
Another approach frequently used by teachers was "women
in non-traditional roles and occupations".

Sometimes,

the

outstanding approach turns into this particular approach.
According to one teacher:
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...I explain the professions to them, how
some type of professions requires them to
study certain disciplines...
The same teacher developed a curricular unit about
occupations where she explored different types of
occupations with girls and boys and presented nontraditional role models.
outstanding figures

The teacher who looked for

in a field of science also wanted to

explore non-traditional occupations

for women.

Another teacher says:
...if I am going to present different
occupations, I make sure that both sexes are
represented... Plumber, for example, an
illustration of a woman plumber and a man
plumber...
Talking about careers and occupations one of the
participants says:
...I showed them illustrations about a woman
engineer, an electrician... I stressed that
women, as well as men, are capable of doing
any job...
...when we talk about public employees, I
present different examples of non-traditional
j obs....
A third approach used by the participants was the
"exchange,

reversal or exploration of roles",

which could be

depicted when boys and men are portrayed in traditional
female roles and girls and women in traditional male roles
or when gender roles are explored in classroom discussions.
Some of the examples

in which this approach is used are

presented in the following excerpts:
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...I write "Juana changes the tires",
of "Juan changes the tires"...

instead

...In verbal problems in math, when it says
athletic men, I say, athletic women...
...if it is about making a cake, instead of
using the mother, I use the father...
...they did a survey about whether some roles
were for boys, for girls or for both...
...when I taught health,... I used an illus¬
tration where the father was using the vacuum
cleaner, and everyone in the family was
cleaning...
...in the illustrations for animals, if there
is a male penguin, I put a female penguin...
...I look for readings where both genders are
presented...
This approach is frequently used when they are doing
math and language drills with the students.

The excerpt

where the teacher said that with a second reading of a short
story and the change of the gender of the main character
(Carlos for Carla)

is another example of this approach.

Other teachers used an approach that could be labelled
"oppression as a problem".

The excerpts discussed above

about the integration of the topic of domestic violence are
examples of this approach.

There are situations when they

identify a stereotype in instructional material and they
immediately point it to the students.

As one teacher says:

...if there is a stereotype, a generalized
idea,... that is discussed...
Other examples are the following excerpts:
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...I took the material that you gave us...
about stereotypes... and I discussed it with
them...
...I was talking about women's suffrage, that
it didn't exist... about laws to protect
women's rights...
One of the teachers discussed the topic of domestic
violence and used the concept of domestic violence cycle28
to transfer the concept of cycle into the discussion of the
life cycle,

an important part of the curriculum in her

science class.
According to another teacher:
...We read the selection, we discussed it,
then we made changes, so that they are able
to realize that there is something missing...
I asked them: "why do you think that boys are
always portrayed playing marbles?, are they
the only ones who can play marbles?"...
Other excerpts in which this approach can be depicted
were displayed previously.
women in mass media;

The discussion of the image of

the incident in which the students and

the teacher had a discussion around the comment made by boys
where they said that they liked to go to the beach to see
women in bikinis;

the assignment and discussion about

household chores that one teacher mentioned;

the open

discussion about sex stereotypes and segregation raised by
the reading of a short story where the boy went to a car
racing competition and the presentation of two different

28The battered women syndrome and the concept of domestic
violence as a cycle has been advanced by Dr. Leonore Walker in her
book The Battered Woman.
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illustrations,

one sexist and the other portraying a

balanced image of genders are other examples of this
approach.
Finally,
girls"

an approach in which "live of common women and

are integrated into the curriculum was used by

several participants.

Sometimes they start by discussing

outstanding women and they moved to the discussion of the
lives and experiences of common women and girls.

Several

teachers used this approach when they included short stories
and readings where girls are depicted in non traditional
roles.

The stories of the girl who did carpentry work and

the girl who received a bicycle as a gift are examples of
this approach.
One of the participants decided to counterbalance
sexism contained in the unit about outstanding men by
discussing a short story about a women teacher.
Another teacher talks about a discussion on the topic
of leadership with her students:
...The question was "What woman leader do you
know that you can compare to Anacaona and
why"... In my mind I had an answer, I though
that they were going to say Victoria Munoz...
but the characteristics that we discussed
about Anacaona, brave, determined,
responsible... a lot of them told me: "my
mother"... I was impressed because that
opened the opportunity to teach a unit about
us as part of history, about the women who
sew, the one who sells food, and they can
bring it from their own homes... It was very
interesting to hear them say: "because my
mother is a fighter, worker, brave,
determined"...
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Another teacher mentions that she was able to discuss
the problem of drugs as
teachers,

it relates to women.

For other

the discussion about common women is closely

connected with the approach of "women in non-traditional
roles and occupations".

Some of the teachers

who work in non-traditional
traditional

invited women

fields as well as women in

fields to talk to the students.

Some of the

women that were invited as role models were the mothers of
the students.

One teacher says that she invited two women

to talk to the students:

a medical technician and an owner

of a flower shop as examples that combine the nontraditional and traditional occupations and roles of women.
Another participant says that in the study of the Taino
indians she discussed the role of Taino women in society.
The excerpt that describes the discussion about the lives
and contributions of fishing women in Puerto Rico and
Portugal;

the problems faced by women workers in Guanajibo

Industrial Park in Mayaguez and the instructional unit about
work are other examples of this approach.
Up to now,

I have examined the excerpts

in which

teachers tell their experiences and describe how they have
integrated gender equity into the curriculum in both,
incidental and planned manners.

Through the discussion of

their experiences some features pop up.

One of them is that

the participants start from an incidental approach and move
to a planned or conscious approach as they incorporate the
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strategy into their teaching repertoire.

Second,

they have

introduced new topics into the curriculum such as domestic
violence; the study of the lives of women in different
disciplines;

occupations and gender,

among others.

The

excerpts about the activities developed for the integrated
day are examples of integration of topics into the different
disciplines taught by the teachers,

and examples of

integration into the regular curriculum.

The need to

integrate it into the regular and prescribed curriculum is
felt by several of the participants.

The pressure of time

and the power of the regular curriculum are constraints that
they feel when they work with gender issues.
Teachers have conducted a variety of activities with
their students in which they integrate gender and equity
issues.

Among them:

reading a story changing characters,

roles and sexist language; dramas and role plays;
observation and investigation; drills and exercises in which
the stereotypes are changed; creative writing in which the
topic of gender plays a major role; assignment of non
traditional roles for boys and girls in classroom
activities; debates;

assignment of projects to the students;

classification of adjectives in terms of their grammatical
gender and the stereotypes they present.
Those activities have been developed using different
educational strategies such as open classroom discussions
about stereotypes and gender roles;
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involvement of students

in the development of the activities;

questioning

techniques; direct talking about gender issues;
and contrast of different historical periods,
In addition,

comparison

among others.

some of the activities generate other

activities as well.
The instructional material used by the teachers in
their effort to integrate gender has mostly been the
existing one.

When they have identified sexist features in

the existing instructional material,
discuss it with the students.

they adapt it or openly

Sometimes they have also

searched for illustrations that portray non-sexist roles.
In these occasions,
both genders.

they have been very careful to include

Some of them have also used items from the

mass media to integrate the discussion of gender into the
curriculum.

In addition,

they have developed or looked for

instructional material with which they are able to discuss
the contribution of outstanding women as well as women in
their everyday lives.

The production of instructional

material was done by the teacher who wrote a story to
discuss the possible consequences of stereotypes and another
teacher involved students in the development of a play in
which stereotypes are discussed.

In addition,

some of the

teachers have looked for readings and information about
women or where women and girls play a non stereotypical and
segregated role.

Although the "lives of common girls and

women" approach is similar to the fourth phase described by
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McIntosh

(1983),

in some of the instances in which they

integrate gender equity using this approach the lives and
experiences of women and girls that are discussed are still
copied after traditional male characteristics.

Men are the

models.
There are some areas of tensions and conflicts when
they are engaged in this effort.

Among them,

they feel a

need to integrate gender into the existing prescribed
curriculum.
busy,

As one teacher says:

"...if I have been too

and I need to cover certain things,

in the book"...
curriculum,

Time constraints,

I do it as it is

their understanding of

and the pressure felt to "cover the material" or

the curriculum that is prepared as part of the grade level
and discipline are associated with this need.

Some of them

feel that they do not have time to discuss gender and to
cover the prescribed curriculum.

Moreover,

they do not have

time to search or prepare instructional material, which is
an important point of departure for their teaching.

This

demonstrates that the power of the text is immense.
The lack of instructional material about women or where
women are not portrayed in stereotypical and sexist forms is
also associated with the need to integrate gender into the
existing curriculum.

The need to incorporate information

about women in the discipline that they teach was felt by
several participants.

To meet that need they searched for

material and information about outstanding women scientists.
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mathematicians,

historians, writers,

historical figures.

Soon they find out that women have been left out of those
areas.

Some of them shift to the lives of everyday women

and the historical problem of women's oppression and
discrimination.
Another area of conflicts is the need to use subtle
approaches to bring gender issues into the discussion.

As

some teachers say:
...I don't want them to think that I select a
story because I want them to read about
women, but because it is important for them
to know about it... I don't say that we need
to read this because it is about women...
Another teacher says that it has not been difficult to
deal with gender and equity issues but that she does not
"force them".

The need to use subtle approaches was also

discussed in terms of classroom organization and climate.
In these processes they engaged in interactions with
students,

students who also have their experiences with

gender, who have certain perceptions, who feel and create
feelings.

The student responses to the integration of

gender equity into the curriculum as they are perceived by
the participant teachers is the focus of the next section of
this chapter.

Perception of students'

Response

In this section I will address the experiences that
teachers had with the students as they relate to gender and
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the Project.

Students'

response emerged as a category from

the interviews conducted with the teachers.

This is to say

that the excerpts that will be shared in this section are
not direct responses from the students,

but the perception

of the teachers about the experiences of the students.
Through these experiences their perceptions,
awareness,

reactions,

and meanings about gender and the participation

of the school in the Project on Gender Educational Equity
can be depicted.
In the category "students response" I included those
excerpts in which teachers talk about their students as it
relates to gender and equity issues.

Excerpts in which the

teachers express the ideas of the students about equity and
gender issues are also included in this category.

This

category was further analyzed into five sub-categories:
resistance; presence of the Project,

connection with family

situations; awareness about sexism and classroom climate.
According to these teachers,

particularly those who

were interviewed in the first year of the Project,

some of

the students resisted the ideas of gender equity that the
teachers were promoting in their classroom.

One of the

teachers refers to the ability of the students to discuss
gender stereotypes.

However,

she also says:

...when we discussed stereotypes and
segregation and how pink is associated with
girls and blue with boys a boy told me: "but,
misih, I don't want to wear pink". I
responded:
"Fifth graders wear pink and they
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are girls and boys, that's no problem.
when do colors have a sex?"...

Since

Another participant describes a discussion that took
place between her and a boy in the following excerpt:
Student:
Teacher:
Student:

Teacher:
Student:
Teacher:

...You women, tend to be stubborn.
In what sense?
When you are in a rush, and you
can't solve the problem, you cry,
kick off, yell...
And you don't do that...
No, misih.
You also get hysterical, the thing
is that you tend to show it in
another way because society and
culture doesn't allow you to cry
and yell, you hit each other with
your fists... Isn't that the
same...

Another teacher says that at the beginning of the
Project students were tired because they were bombarded with
the words educational equity.
have not done so.

She feels that they should

The same teacher explains that when she

started to reverse stereotyped roles in language art drills
the students would "correct" her.

As she says:

...Initially they used to correct me. If I
put "father is cooking", they would say:
"Misih, mother is cooking"... It was strange
for them...
In terms of student-student interaction one of the
teachers says:
...they thought that to play with girls was
going to make them lose their manliness...
There are still some of them who say that
they would rather be dead than to play with
girls...
Referring to boys,

another teacher states that sexist

concepts exist among them,

the kind of student who "thinks
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that he is stronger than women...

that girls are weak and

don't know how to defend themselves".

The view of strengths

and weaknesses in terms of physical ability and the
students'

resistance to it is further discussed by this

participant.

This time she describes an incident that took

place after she started a karate organization for girls.

As

she recalls it:
...I said that at the beginning the organi¬
zation was just for girls, that eventually
boys could join it... That was a scandal all
the boys wanted to join it because that is a
sport more often played by boys... Once we
were dressed up in the white uniform, when we
went down the stairs, the boys started to
whistle and laugh at us. One of them said:
"Even with the uniform, I hit her with my
fists and I will break her face"... I told
him: "If you say that you can break anyone's
face, why don't you do it to me". "No, misih,
I am not going to fight with you"...
Her intention to provide space for girls to develop their
skills in a sport that is considered for men and boys, was
confronted with resistance and aggressive behavior from some
boys.

She dealt with the situation directly and also

responded in an aggressive manner.

Immediately a girl

joined her in the confrontation of the student.

He

retracted and eventually joined the organization when boys
were allowed.

The expression "boys are not allowed" created

a lot of conflicts.
The mere presence of the Project in the school created
an environment where everything that was seen as gender
difference was taken as sexist.
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Instances in which the

gender difference was coupled with the "preference"

or

privilege towards one sex are also part of that environment.
Most of the participants recalled incidents and expressions
made by the students where they used the concept of equity
or their participation in the Project to make corrections to
the teachers as well as to other students.

The phrase

"remember educational equity" was in their lips.

As one of

them says:
...I think that they are very conscious. They
are always telling you: "Misih, that is not
equity". They immediately demand that you
respect the concept of equity if you are
teaching it, they demand you to practice
it...
In this process,

the concept of educational equity is

understood as a sort of educational equality,
the word equity with sameness.

they equate

As one teacher recalls it:

...When we are going to have a meeting or
when we are going out of the room they say:
"Misih, there is no equity here, there are
more girls than boys"...
One of the teachers complains because as she understood
it at the beginning they were tired of the concept of
educational equity.

She also says:

...Later on, when we started the discus¬
sions... they used to say: "You need to
respect her, because she is a human being"...
Now, they have taken it as something
normal...
Another teacher who did not directly address the
concepts related to equity,

recalls that her students
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noticed that they were doing some things differently.
they asked her why,

After

she said:

..."You know that we are part of this project
and when we were analyzing this reading we
realized"...
She ended by saying that the book had sexist features,
therefore,

they needed to see something different.

Another participant recalls an instance when students
got together to study.

They were supposed to do different

academic tasks, but the girls were conducting most of the
discussion.

As she says:

...They were discussing a topic and a girl
says: "remember that you have the same right
as I to talk, don't put all the work on
me"...
The pressure for girls to do "all the work" and to be
academic achievers had been addressed through the claim
"don't put all the work on me".
Another instance where the presence of the Project and
the use of the expression educational equity serves as a
point of reference for the students to be aware of behaviors
and expressions is recalled by a participant who said:
...Automatically they form the line with boys
and girls... If they see that someone forgot
it, that there is a group of boys together,
they say: "remember that it is supposed to be
a girl and a boy"...
The presence of the Project in the school helped to
create an environment in which girls and boys felt the need
to behave differently than they are used to.

Different in

the sense of sameness; the shift in their behavior is
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towards equating boys and girls.

These excerpts

illustrate

that the presence of the Project helped to create awareness
about equity issues.

However,

they did not always accept

this as a mere label or norm that they should follow.

The

excerpts about resistance discussed above are examples of
the questioning of new norms of behavior.

Some of the

students questioned those roles in a different way.

As one

teacher says:
...There are students who ask: "Misih, why
are we going to put this girl here, if we can
put this boy?”...
Some of these experiences have been discussed in the
context of classroom interactions.
changes

Students'

response to

in classroom climate is further discussed by the

teachers.

The resistance of students is discussed by

another participant:
...Initially, they wanted to be with their
best friends, boys with boys and girls with
girls, but I was firm...
The same teacher perceives that the process of change
is a slow process.

She says:

...they learn little by little... Sometimes I
see the students that I had last year, you
see their behavior, they learned things, they
share, girls and boys play together,...
Another participant talks about an instance where boys
played the roles that would have been assigned to girls
theatre play that they showed in the school.

As she says:

...At the beginning of the play, a lot of
boys booed them. When they noticed that the
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in a

)

boo was not backed up,
something natural...

they took it as

The connection of equity and gender issues with their
experiences at home is discussed by several of the teachers.
In some instances those experiences support the
stereotypical roles.

In other occasions,

are seen as more puzzling.

the stereotypes

One of the teachers says:

...when we started in the Project, we
discussed what equity means, we explained it
to them... with that topic a lot of problems
from home come up... One student said: "My
father is the one who has the authority in my
home, my mother does whatever my father
says"...
One of the teachers talks about an experience with a
girl when they were discussing issues of sexism in the
classroom.

She says:

...one student told me that her mother was
using stereotypes because she didn't allow
her to ride a bicycle while she let the boys
do it...
In other situations,

the stereotype is more puzzling.

A teacher talks about an experience when she did an exercise
where the roles were reversed and says:
...when I used the example 'Father is
cooking' a student told me: "At my house my
mother beats my father". I didn't know what
to say...
For this teacher there is a need to respond to this
situation in which her perception of the stereotype and the
possible consequences of sexism that she has discussed are
not perceived as validated in the reality of the students'
lives.
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This difficulty and,

at the same time,

need to respond

to this type of situation is discussed by other teachers.
One of them talks about an experience with a student in the
following excerpt:
...A student told me: "since my mother
started to work she wants to have the
authority and she even beats my father"... To
tell you the truth, it was difficult, because
you start to make them aware of certain
things and there are always exceptions...
Another teacher struggled with these ideas when she
says:
...children frequently said that their
mothers were the ones who make decisions at
home about the things that they should do,
about the time they should go to bed, to the
places they could go...
In their process,

it is very difficult for students as well

as for teachers to perceive those "exceptions" as part of
the same process of women's oppression.
Some participants talk about the responses of parents
when they learned about the participation of the school in
the
Project.

As one of the teachers recalls an experience she

had with a student:
...the father told him that he
teacher were to forget equity,
house things were as they were
Then he said that when he grew
to be different...

and his
that at his
established.
up he wanted

A similar experience is recalled by another teacher who
says that a father told his daughter:
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"go and tell your

)
teacher that you go to her class to learn about science,
to learn to be a

feminist".

Other parents had different responses.
says,

not

As one teacher

when she asked the students to do non-traditional

household chores,

mothers and fathers were interested in the

activity and asked the students about it.

They talked to

them about the Project.
Domestic violence as a vivid experience that some
students have,

is

further discussed by them.

In addition,

they discussed their awareness of the problem,
same time,

and at the

the difficulties in dealing with it.

As one of

the participants says:
...a student told me: "my father beats my
mother"... If they have told me that before I
would have told them, "that is a private
issue"... I would have avoided counseling the
student... If it was a drug or alcohol
problem I wouldn't mind...
Students'

perceptions about equity issues and gender

roles are essential

for our understanding of the process

lived by the teachers and their conflicts and struggles with
gender
equity.
teachers'

In these conflicts students inquire and evaluate
behaviors and messages.

As one teacher says:

...they are constantly evaluating about
whether we really believe in equity... They
say: "Misih, there is some information
missing here"...
In addition,

students provided information that enabled

the teacher to build curriculum according to their needs and
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perceptions.

The participant who talked about the

discussion of the concept of leadership and the examples of
leaders brought by the students are examples of this point.
Their questioning is not addressed exclusively to
Project participants,

but to other teachers as well.

As one

of them says:
...Some students told me: "Misih, what you
say here is not the same thing that this
other teacher said"...
On the other hand,

they are able to identify sexist

features in the textbook.

As one teacher says:

was able to identify stereotypes in the book".
students started to picture themselves

"This group
Some of the

in occupations that

they would not have previously imagined:
...A girl told me that she wanted to be an
astronaut... Another student told her that
there were women astronauts...
Students are an important component of teacher's
experiences and meanings.

In this study teachers talked

extensively about incidents,

processes and perceptions that

they have experienced with the students while working with
gender equity in their classrooms.
Some teachers

feel that at the initial

stage of the

Project students were bombarded with the concept of
educational equity.

They also have experienced situations

in which students resist new rules and ideas that have been
brought into the school and classrooms through their
participation in the Project.

On the other hand,
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the mere

presence of the Project and the existence of the label
"educational equity" have contributed to changes
typed roles among the students.

in sex

In these instances,

the

concept educational equity is transformed into a sort of
"educational equality" with their perception that equity
means same or equal.
teachers,
ideas,

However,

the students,

do not take things for granted.

as well as the

They question new

they place it in different frames of reference,

they

look for their surrounding environments at home and at
school.
Issues from home are connected by the students with the
issues that they are discussing at school.
they are looking for teachers'
asking:

In addition,

consistency as a form of

"do you really believe what you are saying?"

or "can

you be consistent through our everyday interaction at
school?".

Looking for answers to these and other questions

teachers make meaning of the process of change to which I
will turn in the next chapter.

Summary
In this chapter the experiences of Puerto Rican
teachers who are engaged in curriculum change regarding
gender equity has been presented.

Their process of

rejection and acceptance of the Project on Gender
Educational Equity constitutes an important element of their
experience.

In the rejection and acceptance their

308

perception of feminism,
their lives,

the connection of gender issues with

and the reconciliation between the new ideas

and their lives are part of the conflicting experiences that
they face.
Looking at the instructional material with their eyes,
material that they have used for years,

they start to

pinpoint the sexist features of the curriculum.
sudden explosion,

and sexism is everywhere.

consciously search for problems.
short stories are unreal,
stereotypical,

They start to

It is like saying:

"The

the illustrations are

the curricular guides omit women".

subject matters are scrutinized for sexism.
sexist features

There is a

in math workbooks,

in English language drills,

All the

They find

in Spanish short stories,

in science illustrations,

in the

history of theatre and in history books.
They also realize that practices

in the classroom

climate have the possibility to be scrutinized for sexism.
An identification of those sexist practices and an effort to
change them goes on.

They intend to equally assign

classroom chores to girls and boys,

to organize the students

with equal representation of boys and girls.

A sense of

equality and sameness permeates their new practices.

They

also realize that it is more puzzling.
In their effort to integrate gender equity into the
curriculum they start by an incidental
becomes conscious and,

some times,
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integration which

as a planned effort.

The

use of different approaches such as:

"outstanding women",

"women in non-traditional occupations";
roles"?
girls"

"oppression as a problem"

"change or reverse

and "common women and

are intertwined as part of their effort to change

sexism in education.

Problems with time,

the prescribed

curriculum and the need to be subtle with their students are
part of the conflicts that they face.
Their students have been involved in an environment
where the words

"educational equity"

They resist change,
opposite sex,
allowed".

run around the school.

they refuse being integrated with the

boys do not want to be told "boys are not

The presence of the Project imposes on them

behaviors and forms of organization in which equity is
equated to sameness.

They also make their own connections

and meanings that are looked through the eyes of the
teachers and their own meanings.
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CHAPTER VI

TEACHER'S MEANINGS

Introduction

Hitherto,

I have shared and discussed the biographical

background and the experiences of teachers who volunteered
for this study.

The background provides a context to

understand their lives and experiences.

As part of the

background teachers have explored issues related to gender
in their child rearing and schooling process,

their career

selection,

class,

discrimination based on sex,

race,

ethnic

origin and sexual preference and courtship and marital
relationships.
Their participation in the Project on Gender
Educational Equity is the focus of their experiences.
goal of this Project is to involve teachers
change regarding gender equity.

The

in curriculum

Within the context of their

actual experience they have reconstructed and reflected on
details of their everyday lives as teachers who are involved
in gender equity and curriculum change.

Their struggles and

conflicts with the Project have been examined.

They have

talked about sexism in the curriculum and about the
strategies that they have used to introduce changes as a
form of counterbalancing sexism.

They also described how

they perceive the students in terms of gender issues
general and their participation of the school
in particular.

in

in the Project

J

The background and the description of their experiences
provide them a context to make meaning of their experiences.
In the description of the background and the experiences,
participants are constantly making meaning.

During the

three interviews participants are placing their experiences
in their lives and making connections within and between
their backgrounds and their actual experiences.
previously said,

As was

the reconstruction of the experience is a

meaning-making act.

However,

in the third interview they

were asked to place their experiences
terms of their personal

in their lives

lives and professional work.

Participants reflected on their experiences as a
of a higher order"

in

(Schutz,

1967,

p.

75).

"synthesis

The third

interview provided a space for a discussion of their
experience in the context of their lives.
In this chapter I will

focus on those meanings.

Most

of the excerpts that I will share in this chapter are from
the third interview.

I will also share excerpts

from the

first and second interview when they are part of the process
of that "synthesis of higher order"

or they are connected

with a topic that was placed for analytical purposes as part
of participants'

meanings.

As a background for this chapter,
excerpts

I will briefly share

in which participants talked about the interview

process as part of their meaning making process.

This

chapter will also include their perception of change and the

312

process of change.

In addition,

the excerpts in which they

make meaning of the concepts that they have been discussing
through the interviews will be discussed in this chapter.
These concepts are:
integration.

equity,

Finally,

equality,

curriculum and

the meaning that they make of the

Project in terms of their personal lives,
students,

the lives of the

the educational reform and their own practice as

teachers are at the core of the meaning making process which
will be discussed in this chapter.

The Interviews as a process of making Meaning
The process of making meaning is also a process of
making connections between different pieces of their lives.
This is felt by one participant who says:
...while I am talking I am thinking and
looking for answers...
She is not exclusively looking for answers to a specific
question,

she is looking for answers to her own life,

as

part of the meaning making process.
Talking about the interview process another
participants says:
...In the process of the interview I recall
an experience, it comes to my mind, then I
make connections...
The meaning making process becomes then a conscious process
to make connections between different pieces of her
experience.
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The connection between their experiences
and their personal

in the Project

life is made by another participant who,

while talking about the process of the interview,

she says:

...I have seen my private life through the
perspective of equity...
The process of making connection at a conscious level
as part of a learning process is expressed by another
participant who says:
...The interviews have been part of a
learning process...
The interview are also seen as a way to put things
together or to place experiences

in order.

As another

participant says:
...It has allowed me to uncover those things
that I have hidden... That have become part
of the daily routine, that is not noticed. It
is like putting ideas in order...
Making connections,

raising to a conscious level,

learning from experience and placing ideas in order are all
part of the meaning making process that will be shared in
this chapter.

Perceptions and process of Change
Change is a complex process that touches upon different
aspects of the lives of people and institutions.
that process

individuals,

the need for change.

as well as

institutions,

must feel

Participants in this study talked

extensively about the process of change,
individual change,

As part of

their own and

and changes that have occurred as a
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result of their participation in the Project on Gender
Educational Equity.
In this section I will

include some of the excerpts

which teachers talk about change.

in

They talk about their

perceptions on how some things used to be and how they are
now.

They place these experiences in a context in which

they reflect on change as a process.

They also place the

Project as an important element of that process.
The excerpts that were labelled as

"perceptions and

process of change" have been further analyzed in five sub¬
categories shown in Appendix Q.
using an inductive approach.

The matrix was developed

That is to say,

categories emerged from the text.

the sub¬

The purpose of the matrix

is to organize the material and not to do a quantitative
analysis of the group of excerpts.

The qualitative nature

of the process takes us to the participants'

words.

Some of the teachers talk about changes on their
perception of the school curricula.

One of them says:

...Before I probably would have done the same
activity and I wouldn't have considered the
role of the boy in a reading, or the role of
the girl...
For this participant change is seen as a process of
focussing on aspects of the curriculum in which she did not
focus before.
One participant says that before she started the
Project she was aware that women were underestimated.
says:
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She

...One knew that women were marginal in
certain things... But I have been able to
understand it, to use it, to internalize
it. ..
Another teacher says:
...I think that I was very sexist in the use
of vocabulary, in the classroom ornaments,
even in the curricular content. When I
started the Project I consciously realized
the problem. That's the word that everyone
here says. I used to do things, but I didn't
know that I was perpetuating stereotypes,
that I was omitting women, that I was being
sexist...
The realization at a conscious level of sex bias in
education has been pinpointed by this participant.

She

further says:
...it was a personal consciousness, not a
professional one. It is like at that moment,
I have not established a connection between
my personal life and my professional life as
an educator... I haven't integrated them.
They were parallel things that I have not put
together until I started in the Project...
The dichotomy between the personal and the
professional,

is pointed out by another participant who

says:
...at the beginning, I was doing things in a
certain way, it was like trying to produce
change, but without changing myself. It was
like a contradiction...
Another teacher understands that as a woman she was
aware of certain issues,

but that she could not see them

until it was pointed as a problem.

As she says:

...as a woman, it was latent, but I haven't
discovered it. Nobody had told me. I wasn't
conscious of what really was happening. If
one couldn't see it, one thinks that things
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have to be like that.
is used to be beaten,
it is part of life...

It's like the child who
s/he would think that

In another interview she makes a connection between
experiences of oppression and her understanding of sexist
issues.
...I knew that there was a problem. I have
read and seen a lot of things. I have lived
injustices in my professional life, as I told
you before... It was latent...
...Women are still seen as sexual objects...
I can grasp that. Before I used to see it as
something else that happened or that it was
supposed to happen, but I was used to it...
Now I don't stay quiet. That's why I tell you
that I have acquired knowledge that has
broaden my mind so that I am able to grasp
things that I couldn't grasp before...
...We knew that there were things affecting
us, but it wasn't defined in words... I
didn't have a concrete understanding...
The understanding of issues of oppression is seen by this
teacher as existing at different levels of consciousness.
The act of focusing on particular issues and of naming the
problem allows her to take a stand and to be vocal about it.
Another teacher perceives the process of change in
terms of household chores and family.

She says:

...I used to say: "I do whatever I need to
do, I am not going to ask another person to
do it".
She is referring to the household chores that were her
responsibilities as a woman.

She adds:

...I used to be that kind of person who does
everything at home... It was just for me... I
don't see it like that anymore...
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The realization at a conscious level and the naming the
issues contribute to implement changes in different areas of
their lives,

among them,

practices as educators.

in school curricula and in their
One of the teachers says:

...I said: "Oh, my God, how many things I
have let go and I haven't thought and
analyzed them... It was an alert, so now
everything that comes to my hands, I start to
scrutinize it... I realized it. I said: "Oh,
God, almost all of them are addressed to
men"..
For this participant the act of naming the problem is seen
as instrumental in the process of change.
Talking about instructional material and a new
perspective,

another participant says:

...I used to look for additional material,
but I didn't realize that they were sexist, I
didn't have that knowledge, therefore, I
didn't see it... It was interesting that when
I started to look at the reading material,
the books that I saw, everyone was male,
there were no women... If there was a woman,
it was a fairy tale...
In another interview she states that the new perspective
from which to analyze the curriculum shocked her.

She says:

...They have been teaching the story of the
'Little Shepherdess' for years, and suddenly
to discover that there were other messages,
it were shocking. It was like shaking the
value system...
The process of change is also seen in terms of their
personal lives.

One of the participants says:

...When I started in the Project, I
discovered that I was also promoting sexism
through the words that I used, even when I
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used to say that I was against inequality...
I then connected it to my life, to my
family...
As they see the process of change,

the feeling of

acquiring some knowledge and being able to name certain
problems allows them to conceive and to implement changes.
One of the teacher discusses these changes in terms of the
school curricula.
...It allowed me to be very conscious when I
selected readings or developed activities...
In another interview she adds:
...The ones that I select now I look
carefully whether they are promoting
stereotypes and sexism...
Another participant feels that through the Project she
has been able to modernize her teaching strategies.
Likewise,

it has made her feel more comfortable and

challenged.

She says:

...Professionally, I was in a kind of
baseball slump. I was tired of doing the same
things every year... I have had to read new
material, to focus on certain things. The
sentences came to my mind because I was using
them every year... Now the same thing is
happening to me with equity... when I started
with equity I had to think what I was going
to write, to think more what I was going to
use as examples...
The same teacher says that she has experienced changes in
her approach to the students in the following excerpt:
...I used to say to the girls: "girls don't
fight, the ones who fight are the boys". I
had to apologize to boys and girls and tell
them that neither should fight...
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The feeling that change has occurred at different
levels is perceived by every one of them.
that it is not an abrupt change,
in a process.

They also feel

but a change that emerges

In that process they go back and forth in

their understanding of gender and equity issues as it
pertains to education and their multiple roles as teachers.
They also understand that they still might have sexist
practices.

They do not feel that change is a fairy tale

story where suddenly everything is perfect.

One of the

teachers says:
...It was very difficult and I know that
there are still things that come out... I
still stereotype certain things...
Another teacher establishes a difference between
talking about sexism as a problem,

the strategies to

counterbalance sexism in education and the practice in the
classroom.

She says:

...It is easy to talk about it, but it is
very difficult to implement it because one
has preconceived ideas... But we need to be
alert... It can happen to me that in a
specific moment, I put barriers in front of
girls and open the opportunities for boys...
or that I see a boy playing with a doll and I
tell him something... But I try to be more
alert, to open my mind, and not to think that
because he is playing with dolls and
kitchens, he has homosexual tendencies... I
still have things that I need to eliminate...
We are not perfect...
She understands that her new perspective allows her to be
alert and not to put barriers to children in terms of their
choices of toys.

She came short of understanding the
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concept of difference represented in sexual preferences as
part of the repertoire of possibilities.
The need to be aware is discussed by another
participant:
...Day by day I need to be alert so that I
don't say something that I shouldn't say...
In certain moments, since one has established
a pattern for many years, one is still
sexist... I need to be alert and understand
that common women -and that was important for
me- are part of history, not just the
professional women...
The influence of the students in their process of
change is felt by several participants.

One of them says

that when students point out gender bias to her she becomes
more aware of it.

She says:

...They confront you with reality. And little
by little I am more sharpened. At this point
I see any visual image and I am programmed. I
have internalized it.
Acquiring knowledge,
level,

raising the issues to a conscious

implementing new ideas are all seen as part of the

process of change that they feel they are still living.
teacher who said that at the beginning of the Project she
resisted, makes the following meaning of her process of
change:
...One is acquiring new knowledge and seeing
things from other perspectives... Little by
little one starts to awaken to areas that one
didn't know about, one starts to see... "They
[resource people] were not so wrong, I didn't
think that it could have been like that... I
have always said that changes produce
resistance...
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These women have conceptualized a picture of change as
a process at different levels of consciousness.

In that

process the act of naming the problem becomes an act of
raising the problem

to a higher level of consciousness.

Some of them understand that even when they have not named
the problem,

they were aware of it.

Some of them have

established a dichotomy between their different selves.
They also understand that they still have more to learn and
to internalize in terms of issues of sexism.

The conscious

level of the problem pushes them to conceive and implement
strategies to counterbalance sexism in education.
process of change,

In that

the internalization and "programming” are

parts of the implementation of different educational
strategies.

To what extent that "programming" will become

an integral part of their lives,

educational reform,

and the

transformation of education will be addressed in another
section of this chapter.

Moreover,

to what extent that

"programming" represents at the same time change and
accommodation will be discussed in the last chapter of this
dissertation.

Meaning of Concepts
Through almost two years of participation in the
Project,

participants have been involved in a process of

making meaning.

In that process they have worked with

concepts that for some of them are different and new.
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They

have defined and re-defined these concepts,

the ones that

they have never heard of and the ones that they have worked
with as educators,

such as the concept of curriculum.

These

concepts acquire meaning in their actions and through their
reflection.

In this section I will discuss the reflections

of the teachers on different concepts as part of their
process of making meaning.

The purpose of this discussion

is to understand the meaning that the participants make of
these concepts.

It is not my

intention to evaluate whether they have made an appropriate
definition of these concepts.
The meaning of the concepts curriculum and integration
is depicted from excerpts in which they talk about these
concepts.

Sometimes it is a purposeful act of making

meaning of the concept.

Most of the times the meaning is

inferred from an excerpt in which they talk about their
experience.
However,

I acknowledge that this is a limitation.

in the excerpt in which teachers referred to

curriculum the concepts acquired specific meanings for them.
On the other hand,

I understand that it is important for

educational reform to understand the perceptions of teachers
about curriculum, particularly if there is a real intention
to incorporate teachers into the process of curriculum
development.

For these reasons I am including this

discussion as part of this section.
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For the analysis of their understanding of the concepts
equity and equality a matrix was developed in which three
sub-categories emerged:
"equity=equality".

"equity",

"equality" and

In Appendix R these excerpts are

organized using the above mentioned sub-categories.

The

concepts curriculum and curriculum integration were analyzed
using a category that was labelled with the same words
Appendix S).

(see

For an in-depth analysis of this category a

long list of words and phrases was developed most of them
verbatim from the excerpts.
sub-categories emerged:

From this list the following

"definition",

"decisions",

"integration" and "curriculum and the Project".

In the

discussion I have used some of the excerpts that were
labeled "School" because they reflect a particular panorama
on the concept curriculum as seen through the eyes of the
teachers who work in a particular school.

Equity and Equality
I have pointed out in previous sections that
participants tend to equate the words equity and equality.
Some of the strategies that they have used to counterbalance
sexism in education are within this frame of reference.
Instances in which they say:

"Now I pick a boy and a girl"

or "If I pick five girls,

I pick five boys" were frequently

heard in the interviews.

On the other hand,

some

participants establish a difference between these two
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concepts.

In addition,

they connect the concepts with other

abstract concepts such as rights,
and capacities,

opportunities,

potentials,

among others.

For one of the participants the concept of equity is
associated with relevance of education when she says:
...For me equity is that as teachers, we need
to be conscious that the curriculum needs to
be adapted to the Puerto Rican reality...
She further discusses the concepts equity and equality as
synonymous by saying:
...it is to have the same opportunities.
me they are synonymous...

For

Another participant says:
...Equity for me is equality... there
shouldn't be any... condition such as sex,
color or religion that could make me
different... Whatever I can do, is because I
have the potential, the abilities, the
capacity... Sometimes people say: "they don't
have the capacity". The capacities have not
been developed.
Because if it is a man we
don't let him go to the kitchen, if it is a
woman we don't let her do mechanical work.
The capacity exists, but there is injustice
towards that person...
For this teacher the concept of equity is associated with
potentials,

abilities,

and capacities.

She points out that

society has imposed barriers to the full development of
human beings? men or women.
Talking about equity another participant says:
...When we talk about equity, it is not just
equity for women, we are talking about equity
for men and women...
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The need to understand the concept in terms of both genders,
not leaving men behind,
participants.

is frequently felt by the

The same teacher equates equity and equality

when she says:
...Equity or equality doesn't mean that if
the husband has another woman, the wife is
going to have another man, or that if he gets
drunk, she is going to get drunk...
As part of the meaning that she makes of the concept, her
definition excludes certain behaviors that she considers
negative from a moral point of view.
Another teacher associates the concepts with moral
behavior but establishes a difference between the two
concepts by saying:
...When I say equality, I mean that, for
example, in Puerto Rico, if he has the right
to have a social Friday29, then she has the
right to have a social Friday... that if he
is not a virgin when he gets married, then
when she gets married she is not a virgin...
Equity is more than that, equity is not just
that they have the same rights, but that they
can develop their potentials without having
the system or sexism constrict them... to
certain type of behavior. Equality does
constrict... If women ask for equality men
would say: "I don't need to open the door for
her, because she is equal to me". Or women
would say: "I can go out, because he went
out". But that's not equity. Equity is that I
can get whatever I want without thinking that
I am a woman or a man, and that society won't
obstruct me...

29Social Friday is the day when people, usually men, engage in
social activities after work.
Some of these activities are:
having drinks with friends, dance in a discotheque or a ballroom,
go to a bar, go to a friend's house to play dominoes, among others.
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In this particular excerpt,

rights are seen in terms of

everyday life and not necessarily in terms of the laws.
Equity is then understood as the opportunity to do "whatever
I want without thinking that I am a woman or a man".

The

inclusion of men and women is part of the idea of sameness.
Another teacher talks about equity in the following
terms:
...It doesn't mean who is in charge, that
would be the same stereotype if the woman is
in charge it is the same, but in reverse.
That's not equity either. We need to
understand equity as making a special effort
for the advancement of women because, up to
now, women have been behind. If we are going
to help someone, we need to help the one that
is behind. The one that is in the front,
needs support...
This person is looking at the concepts in terms of the
distribution of power.

She feels that equity does not imply

that either gender would have more power than the other
because it would be the same situation in reverse.

She also

understands that women are behind and that special efforts
to advance women or preferential treatment is needed as part
of the agenda for equity.
men also need support.

In that process,

she feels that

Her struggle with the idea of

special efforts for woman is further discussed in this
excerpt:
...When equity was mentioned, that was a
point that I didn't understand, it was said
that it was a matter of a special effort for
women because she was behind. Later I
realized that it was right because if I push
the one that is in front of the line, the one
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that is behind will never arrive. I said:
"it's a matter of pushing also the one that
is behind, because to push the one that is in
the front is not equitable"...
She perceives equity as "pushing also the one that is
behind".
them,

She struggles with the idea of not pushing one of

although she clearly states that the one that is in

front does not need to be pushed.

Pushing is seen as the

special efforts or the affirmative action that is needed in
which men cannot be left out.
Another teacher talks about equity and equality as
synonymous while talking about an activity that she
conducted with the students.

She says:

...I did a brainstorming with the children
about what equity and equality meant for them
and they mentioned around forty words. But
the one that they mentioned more often was
equality... for me when someone says equity I
put the sign equal.
The equation equity=equality seems to be a form to
reconcile their understanding of gender oppression and the
need to incorporate men in the same picture.

Another

participant says:
...The word that is frequently used is
equality, although equality is not equity.
Equity implies a lot of things. However, we
tend to see equity in terms of equality...
For example, equality at work, in the
conditions, that we all have the same rights
and opportunities and that there is no
discrimination based on sex or race...
Although I try to understand that equity
means other things different than equality, I
associate the word with equality...
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She further discusses the concept of equity in terms of
personal growth and the development of sensitivity in
understanding unequitable situations when she says:
...At this moment, equity for me has meant to
learn. To learn to see things that I didn't
see before, things that were hidden in the
instructional material, even in our own
lives... it is to apply equity to daily
life...
Looking at the concepts in terms of the students,

one

participant says:
... it is to teach the students that there
must be equality in terms of jobs, in the
type of jobs they do, the same opportunities,
that women shouldn't be the ones who do
everything at home, that household
responsibilities should be shared...
For this participant equity is understood in terms of lack
of segregation and stereotyping in jobs and household
chores.

She understands the concepts equity and equality as

synonymous.

When she tries to apply the concepts to

paternity and maternity leave and she says:
...I would say that there is no need for men
to have paternity leave because the one that
gives birth is the woman...
Her need to define equity as synonymous to equality forces
her to see her previous statement as not equitable when she
says:
...it is not equitable because it is just a
woman who takes maternity leave and he goes
to work...
The application of different rules to man and woman means
for this teacher that there is no equity.
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Another teacher talks about changes in her
understanding of these complex concepts.

She says:

...Equity used to be the same as equality for
me, men and women needed to do exactly the
same. Now it is more like the capacity that
women have to do certain things that are
supposedly for men. But it doesn't mean that
it should be exactly the same quantity...
She goes back and forth with the concepts when she tries to
apply it to work.

She says:

...Sex equity... means for me that sex has no
specific color, profession or labor. That
men, as well as women, have the same
opportunities to work or anything else,
without any barriers,... that both genders
have the capacity to do anything and that
there is no reason for saying:
"you cannot
do this because you are a woman"...
...Those concepts look alike but equality
means that two things are exactly the same
and equity means that we are different,
because we have different sex, but not for
our capacities and abilities; because he has
a brain and I have a brain...
She understand that the difference between men and women is
of a

biological nature.

Applying the concepts of equity

and equality to paternity and maternity leave she agrees
with the previous participant when she says:
...He probably could have one week of
paternity leave, but the one who needs the
time is the woman... he has not gone through
the same process..., he doesn't need to
rest... There is no equity there because she
is the one who goes to the labor room...
However,

she adds:

...It would be equitable if he has a week or
two off work...
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When asked whether her solution to the situation is
equitable,

she responds:

...no, because the opportunity to stay at
home and recover is given to the woman, while
man has one or two weeks...
...Well, in a way it is equitable, because
both have time off, the only thing is that it
is not the same amount of time...
This participant starts to look at the element of
difference when she says that is equitable?
have time off,

because both

but "it is not the same amount of time11.

Certain aspects are solved by understanding equity as equal.
The complexity of the concepts and,

at the same time,

the

need to define them in terms of sameness is always part of
the discussion.
Another makes meaning of the concepts equity and
equality when she says:
...equity means for me that there is
equality,... it doesn't need to be the same
quantity of girls and boys, I am not
referring to equality in terms of quantity. I
mean it in terms of rights, that women's work
is as valuable as men's work... It is that
both sexes have the same opportunity to do X
thing.
Equity and equality are seen as synonymous.
not applied to numbers,

The concept is

but to rights and validation of

womens's work.
There are several concepts associated with the concepts
equity and equality by these participants.
opportunities?

development of capacities,
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Same
abilities and

potentials;

no segregation at work;

relevance of education;

awareness of sexism in society and in education,

are among

the phrases used to make meaning of the concept.

Through

their reflections the words equity and equality are
understood as synonymous.

This is also coupled with the

need to include men and women together as part of a goal of
justice.

Even when they understand it as a special effort

to advance women,
also need support.

men are part of the picture,

they would

There is a struggle going on between the

special effort towards women and the meaning of that special
efforts in terms of men.

Similar struggles are addressed in

their discussion about curriculum and integration to which I
will briefly turn my attention.

Curriculum and curriculum Integration
The concepts curriculum and curriculum integration have
been widely used by the participants during the interview
process.

They have also been used in several Project

activities,

in terms of the goal of the Project and the

diverse definitions of the concepts.

Furthermore,

participants have been dealing with the concept of
curriculum since they were in the teacher education program,
probably even before.

This

is to say that the meaning that

they make of the concept has its own background and concrete
actual experience.
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The meaning they make of this concept is important,
particularly as they get involved in an effort whose aim is
to make curricular changes.

Even more,

when educational

reform is also seen as an effort to involve teachers in
curricular change.
The meaning of the concept is defined and re-defined by
the teachers.

Some of them tend to provide definitions of

curriculum that are closely related to the concept of
curriculum design.

One of the teachers says:

...The curriculum, the content of the
discipline; Spanish, Biology... Just the
content...
...Curriculum is the content of the
discipline, the skills, the textbooks, the
curricular guidelines, the workbooks...
For this participant curriculum is understood as the
curricular material that the Department of Education
provides them,

in other words,

the prescribed curriculum.

Another participant perceives curriculum in a similar
way when she says:
...curriculum is a group of skills that I am
going to use with certain topics...
She further talks about small changes that have been
introduced to the curriculum when she says:
...small in the sense that there are other
techniques that give you more flexibility.
They are not written in the curriculum...
The curriculum as something written coexists with the "small
things" that on the one hand,
curriculum,

are not part of the

because they are not written and,
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on the other

hand,

they are part of it because they coexist as part of

her teaching repertoire.
The understanding of curriculum in terms of the
textbooks is part of the whole picture.

One of the

teachers, who explains that she does not have textbooks says
that she uses small readings for her classes.

She says:

...They are really additional readings. They
are books that schools do not use, it is an
extra-curricular material, it is not a
curricular material...
The curriculum centered on the textbook,

approved and

distributed by the Department of Education is considered the
curriculum.

Other books that the school has and that she

needs to use because she does not have textbooks are not
part of the curriculum.

There is an equation in this

statement that goes like this:
like saying:

curriculum=textbooks.

"I do not have textbooks,

have curriculum,

therefore,

I have an extra curriculum,

an intra curriculum".

It is

I do not

I do not have

This teacher adds further:

...For me curriculum is, not just the
content, but the skills, within a discipline
there is a content, some skills, strategies
to develop the skills, activities. I include
all of that in the concept...
Another participant establishes a difference between
the content and the instructional techniques and includes
both as part of the curriculum.

She says:

...Since I started to teach, there have been
so many changes in curriculum,... but it is
in the techniques, not in the content...
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On another interview she understands curriculum in terms of
the knowledge acquired by the students.

...For me curriculum is everything that is
done in the classroom so that the children
can acquire knowledge... everything that I do
in the classroom, written or not written that
allows them to acquire the knowledge that I
want them to acquire...
The definition of curriculum as knowledge is coupled with
the control of the teacher of that knowledge.
Whether the teacher has a curriculum or not and the
impact of that curriculum in the creativity of the teacher
is discussed by another participant who says:
...I didn't have a curriculum...
to create...

I was free

She further looks at the curriculum as content and skills
when she says:
...we need the students to receive some
information, but at the same time to work on
the skills...
When curriculum is defined as knowledge,

the

introduction of changes in the curriculum becomes a change
in knowledge.

The same participant says:

...I can't change history, there are histo¬
rical things that I can't change. For
example, there is an illustration in which
women were sewing,... there are still women
sewing, it's not the only work... but that
was a women's job, I can't change history...
She further defines curriculum as the prescribed curriculum
that the Department of Education sends her when she says:
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...We call curriculum what comes from the
Department to cover from the beginning of
August until May.30 That is divided by grade
levels, from K through 12, and by area... It
is the textbooks, the curricular guides, the
workbooks, how to work with the reading
material, how to work with the books and the
curricular guides, that is curriculum...
However,

she adds that,

particularly at her school,

teachers

have some flexibility and that they do not have to
subscribed to the prescribed curriculum.
...we move the curriculum, particularly in
our school which allows us to have a flexible
curriculum. With that I mean that we use a
newspaper, a magazine,... We are not stuck to
whatever comes from the Department, to
specific books, to a curricular guide...
For another participant the situation seems to be a
little different.

She says:

...I can't teach something if it is not
related to the topic... for me curriculum is
the curricular units, the discipline that I
am teaching... The units are provided to me
through the curricular guides and the
textbook... The Department of Education
provides them to me...
In another interview she says:
...That is already prepared. The curriculum
arrives, the curricular guide provides me the
topic, the objective, the procedure... The
curricular guide is my curriculum, that is
what I work with...

30In Puerto Rico the school year begins in the first week of
August and ends in the last week of May with a Christmas recess of
three weeks. Staring in the Fall 1992, the school calendar will
start in the third week of August until the second week of next
June. By 1993 the school calendar will be the same than in the
United States, Europe and other Latin American countries.
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In addition to being prescribed,

the curriculum is a

material object that has the form of papers and written
words.
For another teacher curriculum is seen as the
prescribed curriculum and it also has a material nature.
She says:
...I do not deal with curriculum, I work with
skills... I prepare the classes... I don't
have a curricular guide where I have to start
with a curricular unit, then the other
unit... I work with skills...
She feels that she has an input in the curriculum when she
says:
...Curriculum is the base,... the big
expectations, the general objectives that I
have. By the end of the semester in May I
want the children to have learned certain
things. So I prepare activities, use certain
stra-tegies and I use the curriculum as a
frame of reference...
Hitherto,

I have discussed the meanings that the

participants have made about the concept curriculum.
associate the concept with skills,
objectives and knowledge.

They

instructional material,

The central role of the textbook

in the curriculum has been emphasized by the teachers.
addition,
object,

In

the understanding of curriculum as a material

that includes textbooks,

central for this discussion.

and curricular guides is

The prescribed nature of the

curriculum and the immense power of the Department of
Education is repeated over and over.

Within that context

they feel that they have some flexibility.
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This flexibility

is associated with the nature of their particular school.
As a model school,

teachers feel that they enjoy certain

privileges that other schools do not enjoy.

However,

that

flexibility coexists with an understanding of curriculum as
something prescribed,

based in certain knowledge,

and

developed and designed by the Department of Education.

The

decision making process regarding curriculum is an important
element of the whole picture of their understanding of
curriculum that I will briefly discuss.
One of the teachers refers to the decision making
process when she says:
...teachers always expect to receive
curricular guidelines...
The power of making decisions through the curricular
guidelines is attributed to the Department of Education
which, most of the time,

complies with the expectations of

the teachers and creates the expectations itself.
Another teacher says:
...I am supposed to teach acting in the first
semester...
To be supposed to has an implicit connotation that a
decision has been made.

She further adds:

...The curriculum is defined by the director
or the curricular technicians... It specifies
the topics for different levels... They
provide you a guideline that says what you
can do... But there is some space in case you
think that something is not appropriate or if
you want to add something, you can do it...
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As teacher of liberal arts,
flexibility.

she feels that she has

That is not the case of a science teacher who

says:
...In the Department of Education the process
comes from above... what you do is to
implement what you receive. If you feel that
you need to change an illustration for
another one, you do it. But under no
circumstance can you change what has been
established by the Department... They are the
ones who make curricular decisions, not the
teachers...
In the process of making decisions regarding curriculum
the supervisor is seen as very powerful as a teacher says:
...since I have a supervisor, sometimes there
are topics that I can't skip, I can't skip
from one unit to another. Sometimes the
supervisor asks you why you are teaching this
unit when you are supposed to be teaching
unit number two...
As long as the curriculum is defined as

"what comes

from the Department" they do not feel that they can change
the curriculum.

However,

they do not feel powerless in the

teaching learning process.
One of the teachers who understands that the textbook
is very powerful and central to the curriculum mentions that
in her class students have some input in the selection of
the reading material.

As she says:

...They select the readings that they like
the most. We write numbers on the blackboard
and they vote. They can select three or four
readings, because we do not have time to
cover them all...
However,

when asked whether the students or herself can

select readings from another book,
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she says:

...No, I can't eliminate the textbook, some
readings it's ok, but the book is required as
part of the Spanish curriculum by the
supervisors...
Other teachers feel that they can make some curricular
decisions because the school where they are teaching
promotes that type of flexibility.

As one teacher says:

...Since I have been in this school... I
started to ask the director whether I can
change this and that, and she allows me...
have changed the course completely...

I

That flexibility is seen by another teacher in certain
aspects of the curriculum when she says:
...the important things are the skills, and
the content... if we have the disposition to
look for material that are suitable to the
skills...
Another teacher says:
...We use the curriculum,... but we have the
flexibility to broaden certain areas,... to
substitute. We have flexibility to enrich the
textbook, not to leave it out, or leave the
curricular guidelines out, but if there is an
activity in the curricular guidelines I can
say "I can develop a better activity"...
Teachers have flexibility to enrich the curriculum,
substitute activities,

to

to change pieces of instructional

material and to develop educational goals for individual
students,

particularly for the students who are in the

special education program.

One of the teacher says:

...I can add something as long as it is
related to the topic...
The flexibility to implement changes is seen as given
by someone up in the hierarchical structure.
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The phrase:

"I can do... as long as...

is frequently heard.

However,

there are situations where the flexibility is not given,
taken.

but

As one teacher says:

...If you as a supervisor tell me what you
are expecting from me, I am not going to tell
you yes or no. But, tomorrow I do whatever I
want in the classroom, and I teach as I want
to, and I plan the lesson as I want to... If
I feel that what I am doing is more relevant
for the students than what the supervisor
says, I don't care,... If you tell a
supervisor that you don't believe in what she
is proposing, she is going to visit your
classroom to make sure that you implement it.
I don't tell her yes or no. Then I do
whatever I want...
...There are a lot of skills that the
Department sends me so that I teach them,
throw them away...

I

This feeling of power over the curriculum is coupled
with the perception of curriculum as something given,
subject to little changes,

associated with a given knowledge

that has been established in the discipline.
coupled with the understanding that,
different,

It is also

since the school is

they have more flexibility to implement changes

in the curriculum.

For some of them,

made to the curriculum,

but to the class.

between the curriculum and the class,
day is established.

the changes are not
A dichotomy

or what they do every

The decision making process regarding

curricular issues is centralized.

They also feel that the

Project on Gender Educational Equity has given them some
flexibility to make decisions about curriculum.
says:
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One of them

...Now with equity I am dealing directly with
the curriculum... This has given me the
opportunity to modernize the archaic short
stories...
However,

the process of curriculum change and

integration of gender equity is perceived as more work for
the teachers.

As one of them says:

...I think it is more, a little more work,
more consciousness in the work that you are
doing...
Another teacher says:
...I felt proud to say that now I have the
opportunity, since I am in the Project, to
make changes...
They seem to have mixed feelings about the opening of
the decision making process that the Project represents for
them.

On one hand,

they understand that it is important for

the teachers to get involved in curriculum change;
other hand,

on the

they feel it is the Department of Education at

the central office that is responsible for this task.

This

mixed feeling is also coupled with the work overload and the
lack of time to get involved in a task of the magnitude of
curriculum design.

One of the participants says:

...I think that this [gender equity] should
be integrated into the curricular guidelines,
that the guidelines should be reviewed so
that they don't have omissions,
stereotypes... If teachers see it as
something added, they won't teach it. But if
you integrate it... it is easier for the
teacher. It shouldn't be seen fragmented...
It should be within the curriculum itself.
The need to have gender integrated into the curriculum
is discussed in terms of the different meanings that they
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make of the concept.

For some of the participants that

integration is perceived as substituting parts of the
instructional material,

others by including complementary

material into the existing one,
instructional material.

or eliminating parts of the

In that process curriculum is seen

as the instructional material that the Department of
Education sends to them.
Others understand that the integration is done by
including in classroom discussions topics about women in an
incidental manner.

One of the teachers sees the process of

integration in the following terms:
...It is to add and enrich the existing
curricula with something that will benefit
the students.
The same teacher feels that she is able to integrate gender
equity into certain parts of the curriculum.
...I am integrating when I develop the skills
using a short story about women...
Another teacher looks at the concept of integration in
the following terms:
...it is the integration of some subject
areas to other subjects... But if the reading
material is sexist, even if there is
curricular integration, it would be the same
thing...
Integration is seen as an interdisciplinary effort by
another participant who says:
...if at any moment I am teaching something
in my science class, and there is another
thing from social studies or Spanish, I
should be able to integrate it, or I can tell
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another teacher certain things in which they
can focus that are related to the science
curriculum that I am teaching...
...Integration is... to unite forces...
speak the same language...

to

Another teacher says:
...Integration is that I can teach social
studies, but there are historical events and
days,... I can introduce math... It is to use
math, Spanish or any other subject within one
of them...
Another teacher understands integration of gender
equity as the use of certain strategies to focus on gender
and equity.

She says:

...Integration of gender equity would be that
if in a reading there are five boys and just
one girl or woman, you are going to emphasize
that girl... you would adapt it or bring
another reading...
One of the participants makes a distinction between
integrating gender equity into the curriculum and
integrating it into the class.
integrating into the class,

She states that she is

but not into the curriculum.

she says:
...integration would be if the topic, the
units are integrated into Spanish, math,
social studies. When I say that I integrate
it I mean that when I am teaching each one of
the classes, I mention things that were
covered in the social studies class... I am
integrating into the class, not into the
curriculum, but into the class...It is to add
something into the existing material... A
reading... to enrich it... If it is about
equity, it would be to add something related
to gender equity...
In her view integration is seen as an act of adding.
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As

The understanding that integration is done between
things that have independent existence is made by another
teacher who says:
...If I am going to teach about a topic,...
and I find something related to it, I am
going to integrate that into the
curriculum...
Up to this point,

I have discussed the meaning that the

teachers have made of four concepts:
curriculum and curriculum integration.

equity,

equality,

Teachers tend to use

the concepts equity and equality as synonymous.
connect these concepts with opportunities,
of barriers,
person's sex.
concept.

and development of potentials,

They

capacities,

lack

regardless of a

There is a need to see men as part of the

In that process they struggle with the concepts

preferential treatment and special effort.
On the other hand,

curriculum is seen as the prescribed

curriculum that is based on a knowledge that has already
been established.

However,

they feel that is necessary to

involve teachers in curriculum change.

Moreover,

they

understand that they have the power to be involved in it
because they are in the classroom and in direct interaction
with the students.
Within these conceptions and meanings they perceive the
integration as an act of adding, making substitutions and
uniting efforts that are aimed towards changes in education.
The meaning of those changes for them,

the students and

education will be discussed in the next section.
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Meaning of the Project
Through the previous sections of this chapter I have
discussed teachers'

perspectives and meanings of different

aspects of their experience.
concepts equity,

equality,

Their understanding of the

curriculum and curriculum

integration are important to understand their backgrounds
and their struggles and concrete experiences within the
Project on Gender Educational Equity in which they have been
involved.

Likewise,

their perceptions of change and the

changing process contributes to a thorough view of their
experiences.

In this perception they also make meaning of

change as it refers to themselves as women and teachers and
as it refers to education.
In this section I will discuss the meaning of the
Project for them as women and teachers and the meaning that
the Project has for education as it is perceived by these
teachers.

For analytical purposes I have used the category

"significance of the Project".
four sub-categories:

This was further analyzed in

"teachers",

professional connection",

"women",

and "education"

"personal and
(see Appendix T).

I have also used three additional categories for this
discussion:

"family",

"educational reform",

and "future".

With the last two categories and the sub-category
"education" shown in Appendix S I made another matrix
Appendix U)

(see

that was used for the last part of this section.
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In the excerpts that were labeled with these last categories
participants talked extensively about the meaning of the
Project for their families and have made a connection
between the Project and the reform movement.

I will start

by discussing the meaning for them as women.

Meaning as Women
The concept of women is fundamental in the construction
of gender and the multiple issues connected with gender and
oppression.

Being able to participate in a Project that

takes a critical stand about the social construction of
gender and the oppression of women in society,

these

participants have made meanings of the roles that society
has assigned to them and with which they have had
conflicting struggles.
Talking about these conflicts one participant says:
...At some level it has created personal
conflicts for me. Because I ask myself: "Why
he can he do this, and I have to go through a
difficult process to do it"... Then I say
that as a woman we really have
disadvantages... It is more difficult for us.
We have followed certain patterns and when we
want to break the pattern everyone
complains...
...Being able to participate in this Project
is like a self-affirmation... It has
contributed to that part of my revolution
that leads me to affirm that to be a woman is
valuable... However, we have certain barriers
in our roles as mothers... I understand that
we have the same capacities, but our role as
mothers forbids us to fulfill them... I
really don't like that...
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She understands that women have capacities and that the full
development of these capacities are being limited due to
their roles as mothers.

However,

the roles of fathers do

not represent the same constraints.

She does not like that.

A self definition of the role as something different than
what she had learned has not been accomplished yet,

but the

generation of a conflict is in place.
The feeling of self-affirmation is discussed by several
participants.

One of them says:

...a lot of us have discussed that the
Project has given us a feeling of assurance,
we have some tools that we can use to
pinpoint certain things that previously we
didn't perceive as blocking our
development...
... I have been able to deal with personal
issues... In a relationship with a person if
there is an understanding that if you don't
do something the relationship would end,... I
feel that that's a kind of harassment, or is
threatening...
This teacher also discusses the meaning in terms of her
understanding of freedom.

As she says:

...I am free because I am a human being, and
God has given freedom to human beings. It is
not for women to be free in certain areas and
men in others. We are free because God made
us free. If because of sex I won't be able to
do certain things or be forced to do others,
there is no freedom, but prejudice. There
would be pre-determined things, and things
are not supposed to be pre-determined,
because we have free will...
The concept of free-will based on Christian values is at the
same time her starting and ending point.

It allows her to

accept new ideas and it becomes a meaningful value for her.
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Another participant talks about conflicts that she
feels.
...I always thought that I was free from
sexist oppression because my marriage was
different, as my husband does a lot of
household chores... After I internalized
this, I thought about it... and it has
created... conflicts... We don't know what
mistreatment is, and I won't say that he
mistreats me, but there is a form of
domination that sometimes you think that they
are not doing it to you, but they are...
The different understanding of relationships between men and
women allows her to understand her relationship from other
points of view.

This becomes a source of conflict.

The relationships between men and women are subjects of
new meanings for the participants.

A teacher that was

threatened by her previous partner says that she has
acquired a feeling of self-assurance.

Her words are

revealing:
...Since I have been in the Project I feel
more strength and peace. I used to be
scared... I am confronting him... I don't
have any weapon, but my assurance and
firmness...
Those feelings and experiences are connected to her
experience in the Project when she says:
...I told myself: "I need to connect this to
what is happening to me... I am going to
apply it to myself... then I will apply it to
the students...
Their roles as women are also connected with household
chores.

One of the teachers says:

...things that I had to do before, are done
by my husband or by the children... Initially
they complained...
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...My youngest son used to complain. He told
me: "Mom, she [sister] doesn't cook". Then
the sister responded: "You have the same
right as me". He said: "Are you like mom
now?" To which she responded: "Yes, she is
teaching me." At the beginning it was very
difficult...
Talking about new conflicts with their children another
teacher says that her son did not want to do household
chores that he thought should be done by women because he
didn't want his friends to see him doing women-type chores.
Yet,

another teacher says:
...I would like my son to understand that he
has to do household chores that are
traditionally done by women...
A connection between the personal and the professional

is frequently made by these teachers.

While talking about

the meaning of the experience one participant says:
...This has meant professional growth as a
teacher, but also growth as a mother and
wife...
Another teacher says:
...It has been a time of professional growth
that I have taken to my personal life...
...I think that, professionally, I have grown
a lot ... We have moved from the routine... I
have acquired new knowledge... On a personal
level I have become aware about things that
are actually happening and about my role in
changing them with appropriate information.
There were certain moments where I thought
that I had the knowledge but I had separated
the personal and the professional and it
shouldn't be like that... I should have
talked about it with the children... I was
thinking that their value system could be
shaken. But, what value system is not shaken
when women are omitted, when there is
violence against women... I was using sexist
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language, forms of group control segregated
by sex. I had to put all those things in
another perspective, to think about them...
I'm constantly dealing with my consciousness
and each time I confront a situation, I need
to see it through equity, so that I integrate
in that particular, individual, academic, and
personal situation certain principles... You
cannot separate your personal life from your
professional life. Everything is connected...
Another teacher makes the connection between the
personal and the professional in the following excerpt:
...Equity has meant a complete
transformation, starting with me as a person,
as a woman. I feel that I can, I can achieve
everything that a man is able to achieve...
My perspective of things that I see at home,
with my son has changed... It is like
climbing a ladder with a lot of steps and
arriving on top and look down and saying:
"Look, all those things that I used to do and
that I shouldn't do"... I need to keep
climbing each day...
In their connection between the personal and the
professional,

they do not feel that they have arrived to the

end of the ladder.

Furthermore,

they do not feel that the

ladder has an end.

They keep looking for meanings for

themselves and for their work as teachers,

to which I will

turn in the next section.

Meaning as Teachers
These teachers have felt that through their
participation in the Project they have acquired knowledge,
sensitivity and skills to pinpoint sexist aspects of the
curriculum and educational practices in the classroom.
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The

phrase "This Project has meant professional growth for me"
was frequently used by every participant.

Most of them

state that being able to name the issues have been important
for their professional growth or as one of them says:
opens your mind...

You can state it in words".

"It

Naming the

issues is repeated frequently by the participants.

In the

section about the process of change this issue has also been
discussed.
They also feel that they are making contributions to
education.

This makes them feel satisfied.

...It is very gratifying to know that one is
contributing to achieve equity...
Another one understands that she is contributing to change
and has a sense of pride about it.

She says:

...I see my effort because I have worked in
the Project... contributing with a piece of
sand... so that other teachers can do what we
have been doing... We are pioneers...
These feelings are coupled with their every day
experience of work overload and lack of time to accomplish
certain tasks for the Project while doing other projects for
the school such as supporting the school administration in
the process of accreditation by the Middle States
Association.

One of the teachers says:

...Once you are conscious that things aren't
as they should be, and you sit down to
evaluate the instructional material, and you
prepare material to substitute certain
things, it is more work...
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The work overload and the complexities added by their
participation in the Project is also felt by another
participant who says:
...Now teachers have to sit down and work
with the book... I would like to keep doing
things, to work for big changes, but I think
it is a lot of work. It is too much; to work
in the school -some times we don't even have
lunch break- and in addition, to have to work
in curriculum, it is not easy...
Working more and feeling satisfaction with the work
creates conflicts in them.

Another teacher says:

...There are things that are part of your
work that are really refreshing, because they
take you out of the routine... But it is more
work. Once you are conscious... then you have
to sit down, evaluate, prepare things,
enrich, substitute,... and it is more work...
Some of them also feel that curriculum change regarding
gender equity should be done at the central level of the
Department of Education so that it can have more impact
because other teachers will not take the time to develop
changes in the curriculum.
Coexisting with the feeling of work overload and lack
of time is the understanding that they are "re-newing"
themselves as teachers and "growing as professionals".
teacher says:
...I need to look again at the curriculum,
read as when I was a student teacher, I
wasn't used to doing that anymore. Now I need
to scrutinize it... It reminds me when I used
to spend a lot of time doing school work...
Professionally it has increased my moti¬
vation. . .
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One

She further compares her feelings before she started the
Project with a baseball slump and explains it in detail.

...A slump, for example, when you don't do
anything new... For example, the pitcher
falls in a slump when he just pitches
balls... what I was pitching as a teacher was
what was expected from me, I wasn't looking
for new things... Now I look for new things.
It is like getting interested again in the
educational system... The system was
obsolete, one did things mechanically and now
there is something new, we are looking for
something more, something interesting,
something different...
The new perspective has meant working again with books and
instructional material which she was using mechanically.
Another teacher has similar feelings when she says:
...We have moved from the routine... The
group of teachers have felt as if we were at
the university again... It is refreshing, it
is like studying again... If you want to
produce change, you have to open [the
curriculum], to modify it, to substitute.
Even if you did it incidentally, now you have
to do it intentionally.
In other words, you
really have to provoke the change.
In that
sense I think it is more, a little more of
work, more consciousness in the work that you
are doing...
To do things intentionally and not mechanically
represents more work.

It is not just a sense of something

that now they have to do,
important for them,

but something that they feel is

for the students and for the future of

education and that they do in addition to their other duties
as active teachers in their school.
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Meaning for Education
In the search for meaning,

placing the experience in

the broader context of education,

of the students and the

reform movement was critical for these participants.
are feelings of uncertainty,
hope.

skepticism,

There

accountability,

and

In the connection between educational reform and the

Project one teacher says:
...The reform movement looks for the
weaknesses in order to improve education.
This is one of the weaknesses...
In addition,

there is a connection between the changing

reality and their perception of education.

As one

participant says:
...If our society is changing, our curriculum
needs to change. And women's position in
society is changing...
The idea that the curriculum needs to be adjusted to a
changing society has a profound meaning for the
participants.
Another teacher discusses it in terms of a trend in the
philosophy of education.

She says:

...The main goal of an educational system
is... to shape worthwhile human beings for
our country... A way to shape worthwhile
human beings is that they understand sex
inequa-lities. Another way is to make men
understand that women are not punching
bags... We are contributing to an
understanding in which that is not normal. It
is not normal to call a boy that is playing
with dolls faggot.
It is good for him to
play with dolls so that he learns to be a
good father. We are contributing to the
reform because we are accomplishing that
goal...
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The controversies in educational reform are touched by
another participant who states that educational reform is
seen in terms of technological changes,
in value systems.

but not in changes

She says:

...I think that they are seeing the reform in
the technological aspects... The Project
means change, but it is change in values, in
human structure... we can prepare
technicians, if they are not good human
beings, it is not going to work...
Closely connected to the technological aspect of
educational reform and with a critical standpoint another
teacher opens a discussion with a skeptical view.

She says:

...This [Project] is aimed towards providing
a guide, an orientation... By reading you
aren't going to grasp it. If you aren't
involved in the process, if you don't
experience it... If it is just reading about
our Project, the different education
districts will say: "Within the reform, now
we have educational equity, here are the
materials, the lesson plans, this is going to
be done in this way, because this is the
recipe". That's not possible. You were the
ones who have told us: "We have some ideas
and we would like to explore them"...
For this teacher the products of the Project are not to be
used as a recipe or formula in the implementation of change.
The process is the key element for understanding.
A connection between the Project and the goal of
educational reform through the development of critical
thinking is discussed by these participants.

One of them

says:
...I have always thought that if you have
more information you have more choices... If
the information is limited... For example, if
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men are the scientists, the information and
the thinking process, it's going to limit me
and I will look just for men scientists...
Besides being a prejudice, it is very
difficult to develop free thinking, because a
prejudiced thought is not valid...
The concern for the children is also part of the
meaning- making process.

The perception that gender equity

is significant for education,

and that the basic component

of education is the children is part of their reflection.
One participant says:
...If we, as a school that is part of the
educational system, have been able to impact
the students, I am sure that from now on
something better would be expected for them,
an open mind to confront work, social
problems, and everyday problems...
...We were bringing sexist information... To
the point that in that information the father
was always part of the household. Sometimes
there is no father. What were we saying to
the ones who didn't have a father at home?:
"You aren't part of this, because you don't
have a father"...
Another teacher perceives that children are having an
opportunity that she did not have:

to question roles and

stereotypes which were natural for her.

She also adds:

...There is an intention to connect education
with the real world, and in the real world,
unfortunately, equity doesn't exist...
The concept of curriculum as something that comes from
and through the hierarchical structure of the Department of
Education is a matter of struggle,
hope.

debate and skeptical

The debate on whether the Department should make an

equitable curriculum and integrate gender in every single
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material or whether the process of change needs to come from
the bottom of the hierarchy is a constant source of conflict
in their reflections.

One teacher says:

...If the curricular guides and the instruct¬
ional material that the teacher will use, are
free of gender bias, it is easier...
This excerpt is placed in the context of the work overload
that was discussed in a previous section.

She further adds:

...If there is no change in the curriculum,
in the textbooks, in the instructional
material, whoever comes after us would do
whatever is in the curriculum, without
noticing that there is bias...
Another participant looks at the Department of
Education with a skeptical view when she says:
...I am concerned, up to what point the
system... is conscious of this and is willing
to make changes... I am concerned about how
the Project will impact the whole system from
above...
One of the participants discusses the conflict between
the curriculum that comes from above and the curriculum from
the teachers in which she made a contribution with a view of
hope when she says:
...We are doing our part, but that is the
beginning... I would like to see this in the
curriculum, in the textbooks... I would like
to see a book in the near future and being
able to say: "I made a little contribution to
that book"... Even if they don't use it, I am
using it, I am making the reform...
The understanding that they are contributing to
educational reform is also a call for participation when one
of the teacher says:
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...We play an important role in the reform...
We are direct participants of curriculum
change...
Another teacher says:
...Reform means change and we are trying to
make changes in the system... We are proving
that teachers are ready to work with
curriculum, that we need to be accountable in
decisions about curriculum. If they want to
make it relevant,... teachers can talk about
relevance because they are there all the time
and know what is relevant for the children...
The meaning of the Project of Gender Educational Equity
for education as perceived by these teachers is placed in a
broader context of education in which the students are
significant components.

There is a feeling of uncertainty

coupled with hope and an understanding that curricular
changes are needed.

The change is perceived as an effort to

make education relevant to student's realities and to
contribute in the transformation of inequities that exist in
that reality.

Those inequities are understood as maintained

by education and subject to transformation through
education.
They locate the Project in the reform movement and the
meanings that they have made of the reform.

Being critical

about certain aspects of reform in education,

they also

comprehend that reform is a process of change in which they
have been involved as teachers.

They also confer other

meanings to educational reform in which the emphasis on
technical education is criticized in terms of the content
and the prescribed connotation of the concept.
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There are deep struggles between their demand for
accountability and participation in the reform as teachers
and an understanding that the Department of Education should
take a stand for gender educational equity through the
curriculum that is produced in the central office.

Again

the puzzling understanding of curriculum emerges.
In their claim for participation in educational reform,
they realize that in the classroom and with the students
they are doing and have been doing reform.

Summary
Through this chapter I have used excerpts of the
interviews conducted with teachers who are participating in
the Project on Gender Educational Equity.

The discussion of

the meaning,

or the reflection of the participants on their

experiences,

refers us to the meaning of their experiences

for themselves and the meaning for education and educational
reform.
These women have played a central role in a Project
that is aimed towards curricular change regarding gender
equity.

In their search for meaning they have reflected on

their past and present experiences and have placed their
experiences in the context of their lives as teachers and
women.
Through their experience they have made meaning of the
process of change and of different concepts.
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In addition,

they placed their experience in the larger context of
education.
In the process of change,

the possibilities that have

been opened for naming a reality also opened a world of
meanings and understandings.

In the naming of the issues,

they also conceive different levels of consciousness working
together.

They feel that they have changed and that they

have built change.

The concepts of "being programmed" and

"internalized equity" -in the sense of sameness and in the
struggle of difference- represents a qualitative change for
them.

At the same time,

they feel that they have to keep

going up and growing up.
The concepts equity,

equality,

curriculum and

curriculum integration acquire meaning for them.

The

meaning is connected with their participation in the Project
and it also has its own background.

The understanding of

equity as synonymous with equality is constant in their
discussion.

Reflecting on the concept of special effort

they have struggles and conflicts:

struggles that are

closely connected to the need to include men as part of
their effort towards equity.
with equal opportunities,

These concepts are associated

full development of human beings,

elimination of stereotypes and segregation,

education for a

changing society and awareness of inequities in education
and society.
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They connect the word curriculum with the prescribed
curriculum that comes to their hands through the
bureaucratic system of education.

They also understand that

their practices as educators contribute to the education of
the youth.

Likewise,

they feel that it is important for

education to have their voices represented in building the
curriculum,

precisely because their voices are in the

classroom where a significant part of the teaching-learning
process takes place.

The contradictory meanings of

curriculum are also part of the contradictory meanings of
curriculum integration.

The words used to name a reality

that they have contributed to build in their effort to
integrate gender educational equity to the curriculum run in
the spectrum of addition and uniting forces.
They also make meaning of the Project for them as
women,

as teachers and for education and educational reform.

As women they have struggled and are still struggling
between their personal and professional lives.
conflicts emerge.

A lot of

Conflicts in their view of relationships

between women and men,

and conflicts in the role of women,

roles that have been shaken through their experience in the
Project.

As teachers they feel that their work is important

and the Project represents professional growth,
more work.

but also

To change from a "mechanical mode" to a

"conscious mode" means to work more,
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in addition to the hard

work that they have been doing as school teachers.

This

is

another source of conflicts.
In terms of the meaning of the Project for the future
of education and educational reform,

they also reflect on

the contradiction represented by their profound belief that
they should and are making reform and an understanding that
the Department of Education as

"the curriculum maker"

take a stand for gender equity in education,
for,

equity in education.
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and,

should

in fact

CHAPTER VII

SUMMARY AND CONCLUSIONS

The purpose of this study is to document the
experiences of eleven elementary school teachers who
participated in the Project on Gender Educational Equity
sponsored by the Puerto Rican Commission of Women's
Affairs,

the School of Education of the University of Puerto

Rico and the Puerto Rican Department of Education.

The goal

of the Project was to integrate gender equity into the
curriculum through involvement of teachers in curriculum
change.
The following questions guided this study:
1.

What are the background experiences of the
participants with gender issues and
curriculum change?

2.

What is it like for the interviewees to
participate in the Project on Gender
Educational Equity?

3.

What strategies do they use in the
integration of gender educational equity into
the curriculum?

4.

What conflicts do they confront in the effort
to integrate gender into the curriculum?

5.

What topics do they include in the curriculum
to integrate gender educational equity?

6.

What is the meaning of this experience for
the participant?

The need for a qualitative and phenomenological
approach for this documentation has been discussed.

Within

this methodological approach I conducted three in-depth
interviews with each of the participants.

The first

interview addressed background experiences in gender issues
and curriculum change.

In this interview participants

discussed the first and second questions previously
mentioned.

In the second interview participants were asked

to talk about their actual experience in integrating gender
educational equity into the curriculum and in participating
in the Project.

Four of the questions

addressed in this interview.

(2,

3,

4 and 5)

were

In the last interview

participants talked about the meaning of the experience for
them.

In this interview participants dealt with issues

related to the last question.
The research questions were stated with the purpose of
focusing on the issues that could emerge as part of the
documentation process.

The questions of each interview were

stated with the purpose of structuring the interviews.
However,

I have argued that the experiences of the

participants and their own voices are the key elements in
understanding the complex processes that they have lived.
In the course of the interview it became clear that some of
the initial research questions were not as important as I
had thought.

For example,

experiences with curriculum

change were not perceived as part of background experiences
by the participants.

In addition,

issues that were not

stated became central elements of their experiences and
meanings.
Afterwards,

I will briefly summarize the findings.
I will discuss key issues that emerged from this
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study which have important implications for curriculum
reform and gender educational equity.

Finally,

I will

briefly address some issues about research that emerged from
the process that I experienced through this research.

Findings
In the discussion of the participants'

experience with

gender and curriculum change it was noticeable that their
stories relate to experiences with the construction of
gender and gender oppression rather than experiences with
curriculum change.

However,

some of the participants who

said that they "did not have curriculum" and that they were
free to create,

talked about background experiences in which

they have been directly involved in making decisions
regarding curriculum.

In addition,

being able to teach at

this particular school has provided them with an opportunity
to be involved in curriculum change.

In this model school,

teachers stated that they feel free to introduce their own
initiatives into the curriculum.

They also stated that in

other schools where they have taught the situation was quite
different.
In terms of gender issues they talked extensively about
child-rearing and schooling processes,
courtship and marital relationships,

career selection,

and experiences with

sex discrimination and other issues of oppression.
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Through

these experiences,

participants acquired their female roles

and constructed a view of the self as gendered persons.
These teachers have had experiences with gender as well
as class and race discrimination and oppression at school,
at work,

and at other social settings.

In addition,

they

discussed issues of sex discrimination experienced by people
close to them.

However,

they went through a process of

denial and acceptance of the experience of gender
discrimination and oppression as it relates to themselves.
In some cases,

telling the story allowed them to realize

that they have been victims of discrimination.
the case for all the participants.

Nevertheless,

stories were vivid examples of gender,
discrimination.
are intertwined.

This is not
their

race and class

The experiences with issues of oppression
Although some of them connected different

issues of oppression,
other participants.

that was not necessarily the case of
For example,

some of them had strong

negative feelings towards people who are homosexual or
lesbian.

Their profound rejection of homosexuals and

lesbians is part of their experiences in a society that
sends them messages against homosexuality.

In addition,

there was a feeling that issues of oppression cannot be
openly discussed.
In terms of courtship and marital relationships the
early socialization process contributed to their views of
these types of relations.

The role of women in marital
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relationships has been acquired through the socialization
process.
them.

They do not accept these roles without questioning

They have also developed survival skills that have

the label of their gender.
In addition,

gender played a key role in their career

selection process.

The existence of limited options guided

them to traditionally female careers and contributed to
their selection of teaching as a career.

They connect their

role as teachers with the role of mothers and women.

The

teacher education program and the social milieu at the
school also contributed to that kind of connection.
However,

the roles attributed to them through the labels

"woman",

"teacher",

and "mother" and the meaning embedded in

these labels, were not taken for granted by these
participants.

They have accepted them,

and transformed them.

For example,

struggled with them,

some of the teachers

talked about their struggle with the role of teacher as
mother and their view of teaching as a profession.

Some of

the participants talked about their role as teachers using
attributes that they also used to describe mothers.
In the discussion of their experiences in the Project,
participants talked about their process of integration into
the Project.

They identified sexist features in the

curriculum and the classroom climate.

They developed

strategies to counterbalance sexism in the implicit
curriculum and/or the classroom climate.
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They also

reconstructed experiences that they had with students while
dealing with issues of sexism in their classroom.
As they engaged in the Project,
different,

diverse,

these teachers had

and conflicting experiences.

Initially,

some of them stated that they did not want to participate.
Their disagreement with the resource people who provided the
workshops was part of their rejection.

There was also a

feeling that new and different ideas were imposed on them.
In addition,

they had a view of feminism and the women's

movement that they profoundly rejected.
and different ideas created conflicts:

Moreover,

these new

the established

order and schemes in which participants have believed were
subverted.

The connection with real life and the "modus

vivendi" as it was portrayed in the initial workshops was
another source of resistance.
That personal connection was also a source of
acceptance.

They started to accept the Project when they

connected it with their lives.
meaning of the Project.

They also negotiated the

For some of them,

that meaning was

negotiated in terms of personal experiences;

for others it

was in terms of an understanding of the Project as one that
promotes an abstract goal of equality between men and women
in which men are the standard to be modeled.

Some of the

participants negotiated the meaning in religious terms.
After their initial rejection,

participants started to

look at the curriculum using different frameworks.
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In the

process,

they started to focus on sexist features of

instructional materials.

They made a conscious effort to

look at the material and to search for the problems that
they had discussed in the Project.

They developed

sensitivity towards sexism in education.
Besides instructional material,

problems of sexism in

education were also pinpointed in other curricular areas
such as educational practices and classroom climate.

They

identified sexism in teacher-student interactions as well as
student-student interactions.
such as classroom chores;
response;

Sexist practices in areas

student's discipline and teacher's

interaction and participation in sports and games;

formation of study groups;

organization of students; the

participation of students in classroom activities related to
the explicit curriculum; development of leadership;
classroom physical setting; and others were discussed,
scrutinized and viewed through the lenses of gender equity.
In the process of acceptance,

they felt a need to

establish a difference between the Project and feminism
which was perceived as aggressive.

They needed to present

these issues to their students in a different way,
tranquil manner,

a

an approach that fits more with the image

of womanhood and femaleness within the Puerto Rican cultural
context.

This approach contributed to their reconciliation

between the self and the issues that they confronted in the
Project.

However,

by identifying the problems they made a
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commitment to develop alternatives.

For some,

these

alternatives meant an open discussion with students about
sexism as a social problem.
In the classroom climate,

they used several strategies

to counterbalance sexism such as:
girls in classroom chores,
and so forth.

integration of boys and

study groups,

sports and games

For most of them the approach was to equate

girls and boys and they pursued the idea of equity as
sameness.

However,

some of them realized that the problem

was more puzzling than equating boys and girls.
In terms of the explicit curriculum,

they started by

incidentally including gender issues and eventually
incorporating the strategies into their teaching repertoire.
For example, when they realized that the instructional
material omitted women,

they talked about outstanding women

who were related to the topic under discussion.

They also

changed or reversed the gender and roles of the characters
in reading materials.

Adding questions to the classroom

discussions in which gender issues are discussed is another
strategy used by the teachers.

In addition,

they searched

for instructional material or adapted existing materials.
They also integrated different topics into classroom
discussions which allowed them to develop activities and
other instructional material.

They felt the need to

integrate it into the prescribed curriculum.
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The pressure

of time and the power of the prescribed curriculum were
constraints that they felt when they worked with gender.
Teachers conducted a variety of activities with their
students in their effort to integrate gender and equity
issues.

Among them:

the characters,
plays;

reading short stories with changes in

roles and sexist language? dramas and role

observation and investigation; drills and exercises

in which the stereotypes were changed through reversal of
roles? creative writing in which the topic of gender plays a
major role? assignment of non-traditional roles for boys and
girls in classroom activities; debates;

assignment of

projects to the students? classification of adjectives in
terms of their grammatical gender and the stereotypes
connected with the adjectives.
Those activities have been developed using different
educational strategies such as open classroom discussions
about stereotypes and gender roles?

involvement of students

in the development of activities? questioning techniques?
direct discussions about gender issues? comparison and
contrast of different historical periods,
addition,

among others.

In

some of the activities generated other activities

as well.
The instructional material used by the teachers in
their effort to integrate gender has mainly been the pre¬
existing one.

When they identified sexist features in the

existing instructional material,
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they adapted it or openly

discussed it with the students.

Sometimes they also

searched for illustrations in which non-sexist roles are
portrayed.

They developed or looked for instructional

material with which they were able to discuss the
contribution of outstanding women as well as women in their
everyday lives.

Some of the teachers looked for readings

and information about women or where women and girls played
non stereotypical and non-segregated roles.
They also searched for material and information about
outstanding women scientists, mathematicians,
writers,

and historical figures.

historians,

The lack of representation

of women in these fields made them realize that precisely
part of the problem was the omission of women.

Some of them

shifted to the lives of everyday women and the historical
problem of oppression and discrimination of women.

In some

instances, women were still modeled after men.
They confronted several conflicts in their effort to
integrate gender equity into the curriculum.

For example,

they felt a need to integrate gender into the existing
prescribed curriculum.

Some of them felt that they did not

have time to both address gender equity and cover the
prescribed curriculum.

Moreover,

they did not have time to

search for or prepare instructional material, which is an
important point of departure in their teaching.
Another area of conflict for some teachers was the need
to use subtle approaches to bring gender issues into the
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discussion with the children.

They have also engaged in

interactions with students who have their own experiences
with gender.

There was a feeling that students were

besieged with the words "educational equity".

They also

felt that students resisted new rules and ideas.

However,

some of them felt that the presence of the Project and the
existence of the label "educational equity" contributed to
changing sex typed roles among the students.
did not take things for granted.

The students

They questioned new ideas,

placed them in different frames of reference,

and examined

their surrounding environments at home and at school.

They

also looked for the consistency between the words and
practices of the teachers.
As part of the interview process,

participants were

making connections between their backgrounds and their
present experiences.

In that process,

they defined and re¬

defined different concepts such as equity,

equality,

curriculum and curriculum integration.
They tended to use and define the word equity as
synonymous with equality.

They also connected these

concepts with other concepts such as rights? equal
opportunities? development of capacities,
potentials? no segregation at work?

abilities and

relevance of education?

awareness of sexism in society and in education?
others.

among

They felt a need to include men in the whole

picture of equity.

In addition,
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they struggled with the

concept of special efforts,

preferential treatment or

affirmative action addressed towards just one gender.

The

definition of equity as equality helps them to reconcile
their understanding of gender oppression and the need to
incorporate men in the same picture.
different rules are applied to gender,
equity.

For example,

paternity leave,

For some teachers,
there

is a lack of

in a discussion about maternity and

some teachers felt that if the father did

not have the same amount of time as the mother,
lack of equity.

if

Other teachers

felt that it did not

necessarily mean to be "exactly the same"
fair and equitable.

However,

there was a

in order to be

they hardly looked at the

concept of difference as an integral part of the concept of
equity.
time,

The complexity of the concepts and,

at the same

the need to define it in terms of sameness was always

part of the discussion.
The curriculum as something prescribed is a material
object that has the form of papers and written words:
textbooks and curricular guidelines.

The curriculum

centered on the textbooks which have been approved by the
Department of Education is the curriculum.
not part of the curriculum.
terms of knowledge;
changes

They also defined curriculum in

therefore changes

in knowledge.

Other books are

in the curriculum are

They felt that change

in knowledge

was forbidden because knowledge has already been
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established.
skills,

In addition,

they connected the concept with

instructional material and objectives.

Some teachers

felt that they have

flexibility and that

they do not have to subscribe to the prescribed curriculum.
On the other hand,

they did not feel that they have the

power to make decisions regarding curriculum.

These

decisions are seen as part of the role of the Department of
Education,

program directors and supervisors.

they did not feel powerless
process.

Nevertheless,

in the teaching-learning

The flexibility given to them by the fact that

they work in a model school,

the realities that they

confronted when they lack the instructional material

-

central component for their understanding of curriculumthat the Department is supposed to provide them,

the

everyday decisions about curriculum that they make in their
classes,

and their conscious decision to teach as they

understand is better for the students and not as their
supervisors ask them to teach,
some of them felt.

Still,

are part of the power that

some of them did not feel that

this meant to have power over the curriculum,
class,

but over the

establishing in this way a dichotomy between the

curriculum and the class.

They felt that their

participation in the Project on Gender Educational Equity
has given them some flexibility to make decisions about
curriculum.
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In this process,

they understood that they have more

work to do.

This reality created mixed feelings in them.

On one hand,

they understood that it is important for the

teachers to get involved in curriculum change;
hand,

on the other

they felt that the Department of Education at the

central office is responsible for this task.
They perceived the integration of gender equity into
the curriculum as substituting parts of the instructional
material,
one,

including complementary material into the existing

and topics about women in classroom discussions,

or

eliminating parts of the instructional material.
Change was seen as a process of focussing on aspects of
the curriculum in which they did not focus before,

a

realization at a conscious level of sexism in education.
this process,

In

they felt that they have changed at the

personal and professional level.

However,

some of them

pointed out that they had established a dichotomy between
their personal and professional lives,

because as women they

were previously aware of issues of oppression,
not connected it to their role as educators.

but they have
The

possibility of naming the problem allowed them to raise it
to a higher level of consciousness.

This possibility

encouraged them to conceive and to implement changes.
Changes were seen as a process rather than a sudden
reaction.

They also understood that they still might

experience sexist practices.

However,
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they felt that they

are now more alert.

In the process of change,

internalization and "programming" are parts of the
implementation of different educational strategies.
The teachers feel that the experience has had meaning
for them as women,

teachers and for education in general.

A

connection between the personal and the professional was
frequently made by these teachers.

They feel that they have

changed the concept of the self as women and their
relationship with their family members.
source of conflict.
the professional,

This constitutes a

In the connection of the personal and

they did not feel that they have arrived

at the end of a ladder or that the ladder has an end.

They

keep looking for meanings for themselves and for their work
as teachers.
These teachers perceive that through their
participation in the Project,

they have acquired knowledge,

sensitivity and skills to pinpoint sexist aspects of the
curriculum and educational practices in the classroom.

Most

of them stated that being able to name the issues has been
important for their professional growth.

However,

the new

perspective represented more work for them because they
needed to stop doing things mechanically and start to do
them consciously,
"conscious mode".

a change from a "mechanical mode" to a
Coexisting with the feeling of work

overload and lack of time is the understanding that they are
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"re-newing" themselves as teachers and "growing as
professionals".
In the search for meaning,
the context of education,

placing the experience in

the context of the students and

the context of the reform movement is critical for these
participants.
skepticism,

There were feelings of uncertainty,

accountability,

and hope.

A discussion took

place between the Project as a product and the Project as a
process.

The concern for the children is also part of the

meaning making process.

The perception that gender equity

is significant for education,

and that the basic component

of education are the children is part of their reflection.
A debate on whether the Department should make an
equitable curriculum and integrate gender in all materials
or whether the process of change needs to come from the
bottom of the hierarchy was a constant source of conflict in
their reflections.

Change is perceived as an effort to make

education relevant to the realities of the students and to
contribute to the elimination of inequities that exist in
that reality.

These inequities were understood as

maintained by education and subjected to transformation
through education.
They located the Project in the reform movement and the
meanings that they had made of the reform effort.

Being

critical about certain aspects of reform in education,

they

also comprehend that reform is a process of change in which
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they have been involved as teachers.

They also conferred

other meanings to educational reform in which the emphasis
on technical education was criticized in terms of the
content and the prescribed connotation of the concept.
There were deep struggles between their demand for
accountability and participation in the reform process and
an understanding that the Department of Education should
take a stand for gender educational equity through the
curriculum produced in the central office.
In their claim for participation in educational reform,
they realized that they are doing and have been doing reform
in their classrooms and with their students.

They felt that

it was important for education to have their voices
represented in building the curriculum,

precisely because

their voices are in the classroom where a significant part
of the teaching-learning process takes place.
The story of the social construction of gender is also
the story of the social construction of the oppression of a
significant part of the population.

The story of the

teachers who participated in this study and in the Project
on Gender Educational Equity is part of the story of gender
oppression.

The initial denial of gender oppression as

something that happened to them,

and the eventual

realization that it has been part of their lives,
several conflicts.

created

These conflicts are related to the view

of the world through different lenses -in which their actual
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experience with oppression is unfolded- and to the feeling
that some ideas have been imposed on them by feminist women.
In addition,

they profoundly rejected the women's movement

and feminism because it is perceived as being aggressive,
rejecting men and looking for privileges.

This takes us to

the question of whether teachers need to be feminist in
order to change women's oppression through education.
women they did not feel like having privileges.
teachers,

As

As

they understood the need to change the oppressive

educational system that does not provide for women's
fulfillment.

As participants in the Project they felt that

they have taken important steps to change women's
oppression.

Closely connected with this conflict is their

understanding that issues of oppression should not be
discussed openly or in an aggressive manner.

The feeling

was that the picture of oppression should not be openly
presented to the children.

The need to be subtle with the

children was repeated by several participants.

In addition,

their experience with racial oppression in which one of the
participants said that her father did not discuss the
problem of racism so that they lived a "normal" life is a
vivid example of the manner that she felt that these issues
are to be addressed with the children.

There is a feeling

that the oppressed can not openly talk about their
oppression.

Likewise,

for some participants,

discussion of issues of oppression,
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the open

particularly women's

oppression,

and the possible consequences in terms of a

struggle for change,

is not seen as part of the

possibilities to overcome the actual experience of
oppression.

In addition,

there is a connection between

teacher, mother and women.

Mothers and women as well as

teachers are seen as subtle and concerned with the affective
component of human life.
To discuss gender issues in the classroom is a way to
subvert a scheme that has been profoundly ingrained in their
lives as women and teachers.

It is like saying that schools

are not places for conflict.

However,

through their

experience and participation in the Project,

they realized

that schools are places of conflict as part of a social
setting and as a social setting by itself.
Their realization at a conscious level that gender
oppression exists in society,

as well as in the school, made

them search for sexist problems in the implicit and explicit
curriculum.
solutions.

They pinpointed problems and developed
At some point,

they felt as if they were

"programmed" to see sexism everywhere.

The incidental

nature of the changes that they implemented soon became part
of their teaching repertoire.
has some implications.

Certainly to be "programmed"

It could lead to becoming followers,

accommodating to the new schemes and not being critical
about the old ones,

the new ones and their connection.

382

Future Directions
The discussion of gender issues emerged from the
feminist movement that has taken a critical standpoint about
gender oppression.

Being critical about social problems has

been essential for feminists as well as other movements that
struggle against oppression.
recipients of social ideas.
and act upon them.

Human beings are not passive
They live them,

transform them,

The critical nature of human experience

and the role of agency in that process is crucial to
understand the process of change.

My argument is that the

understanding and respect for the conflicts and struggles of
the teachers as part of their process of humanity is
critical for a feminist pedagogy.

As so,

we need to depart

from their critical understanding of the world which is
shared by both teachers and feminists.

Teachers are not

passive recipients of social ideas whether these ideas are
progressive or conservative.
not develop in a vacuum.

In addition,

On the contrary,

these ideas do
they have a

material base that is experienced by teachers and feminists
as well as by other human beings.
In reality,
conflict.

schools as institutions are places of

These conflicts and the discussion of them

enables social processes to move ahead.
caution that needs to be made.
process.
then stay.

However,

there is a

Change is a constant

There is not a level to which people arrive and
There is no need to be programmed according to
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certain expectations.

Human agency is more complex and does

not allow for programming.

If the issues under discussion

are institutionalized and people feel that they have arrived
at the "truth",

the goal for a critical pedagogy has not

been accomplished.
In addition,

teachers do not need to feel that they are

creating conflicts in the school through an open discussions
of gender oppression.

The conflicts already exist.

discussing issues of gender oppression,
part of those conflicts.

By

they just unfold

In that process,

they also create

the conditions for students to be critical about the
underlying issues ingrained in those conflicts.
The impact of teachers on the curriculum is part of the
everyday life of classroom teachers and students.
there is a prescribed and rigid curriculum,

Although

what actually

happens in the classroom in terms of the explicit and the
implicit curriculum is articulated through the interaction
of students and teachers.

In this sense,

there is immense

room for the action of the actors in educational settings.
This is the primary, but not the unique,
classroom teachers.
settings in a vacuum.

However,

source of power for

they do not arrive at these

Both students and teachers bring with

them background experiences and meanings.

These experiences

could be sources of liberation as well as sources of
oppression.

In terms of curriculum,

the need that the

teachers feel to work with the prescribed curriculum,
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and

the actual material conditions that they face is a huge
weight that constrains change.
In order to involve teachers in curriculum change,

the

school system needs to engage in a theoretical discussion
about curriculum and continue to develop projects in which
teachers and students interact within their understanding of
curriculum because it is articulated through the interaction
of students and teachers.
curriculum development.

This understanding is central to
These initiatives need to consider

the following elements:

1.

Support system

Although teachers are fundamental in curriculum
change,
system

there is a need to develop a support
(Quintero,

1989)

in which others have felt

or identified the need for change are closely
involved.

These include material support,

resources,

administrative support,

human

as well as the

support that comes from the understanding of the
process of change for the teachers as well as for
the components of the support system.

2.

Horizontal relationships

Every component in the system has pieces of
information and ideas to contribute to the whole
process.

Groups must work as teams rather than as

isolated individuals.

Without the existence of
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one component,
incomplete.

the work of the group is

However,

each component needs to

recognize as valid and possible the particular
interests that each component has in the process
of change.

In addition,

each contributes with an

area of expertise to the whole process.

Their

points of view and emphasis should enrich each
component.

3.

Time and incentives

Teachers,
project,

as well as other participantes in the
need time to develop project activities

as part of their regular work load and not in
addition to their work.

The process of change

creates resistances that need to be
counterbalanced through different incentives.

4.

Teaching and gender issues

Initiatives to involve teachers in curriculum
change need to recognize the value of teaching as
a profession and issues of gender involved in the
de-valuation of this profession.
predominantly women's work.
in different countries.

Teaching is

It has been feminized

Puerto Rico is not

isolated from this trend.

The process of change

should not be accomplished at the expense of
devaluing the work of teachers.
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It most be done

as a form of empowering teachers and recognizing
the intrinsic power of the profession.
In addition,

we need to recognize that teachers in

Puerto Rico do not see themselves as

"curriculum makers".

The whole educational system does not see them as
"curriculum makers"

either.

Furthermore,

teachers have

mixed feelings when they are engaged in a process aimed
towards curriculum transformation.
have various sources.

These mixed feelings

On the one hand,

difficult transformation.

there is a dual and

On the other hand,

it adds more

work to a profession that has already been overloaded with
work.

However,

as classroom teachers,

they are an important

vehicle of curriculum and of the creation of knowledge.
Schools of Education need to integrate into the teacher
education programs courses on curriculum from a critical
perspective.

Some discussions

important in those courses

are:
1.

decision making processes regarding curriculum?

2.

power of texts

3.

role of other instructional material
curriculum ?

4.

role and forms of the implicit curriculum and the
interaction between the implicit and explicit
curriculum?

5.

relationship between curriculum and knowledge.

In this Project,

in building curriculum?
in

teachers were engaged in curriculum

change regarding gender equity.

Most of the strategies that

they used to integrate gender are within the frame of
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reference of men.

In other words,

men are still the models.

By discussing oppression as a problem and the lives of
common girls and women,

these teachers initiated a shift

into a different understanding of gender and education,

an

understanding that includes the concept of difference as an
integral part of the concept of equity.
discussion forward,

To move the

we need to integrate other discussions

about gender in which the concept of difference,
sexual preferences and sexuality,
There are several areas

such as

is thoroughly discussed.

for research and action that we

need to consider in future work about gender equity and
education.

1.

Some of these are:

Students1 perspectives, experiences and
understandings of gender issues.

A methodological approach in which the voices of
the students are at the center of research is
necessary.

This study focus on the experiences of

teachers from the perspective of the participants.
The experience for students and the meanings they
make of these experiences are important areas of
research in gender equity.

2.

Sexism in classroom climate and educational
practices.

Qualitative and quantitative approaches

for this

topic could enhance our understanding of the
issues.

In terms of qualitative research,
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ethnographical

approaches and participant-observer

techniques could provide

important insight and

move ahead our knowledge about the particular
cultural context of Puerto Rico.

There are few

studies on classroom climate and gender in this
cultural context.

However,

classroom climate is

an important component of the implicit curriculum
that is so powerful

in terms of the construction

of a view of the self and the world.
difficult to pinpoint,

Being so

the qualitative paradigm

could provide insight into the complexity and
particularities of this topic.

In addition,

a

quantitative approach in which student-teacher and
student-student interaction as

it relates to

gender is scrutinized could be appropriate because
it could provide information about the extent of
specific behaviors

3.

in these types of interaction.

Research on gender within middle and high school
settings.

Middle and high schools have not been areas of
inquiry in terms of gender issues
However,

in Puerto Rico.

at these ages students have fixed gender

stereotypes.

In addition,

students engage in

courtship relationships during these periods of
their lives.
relationships,

Characteristics of these
and the extent to which the
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stereotypes influence those relationships and
career interests are topics that need to be
scrutinized in future research.

4.

Subject areas and gender

Each subject area has its own particular issues.
What are the gender issues involved in the
teaching-learning process in different subject
areas?

A special focus on the implicit curriculum

as an important component of students'

development

of knowledge and meanings is needed in this
research as it relates particularly to math and
science.

For some subject areas,

it is more

related to the implicit curriculum,

for others it

might be more connected to the explicit
curriculum.

However,

how each subject area

reinforces inequity in education and how it can
contribute to overcome inequity is a matter of
further research.

A focus on both,

and the explicit curriculum,

the implicit

would be needed in

this research.

5.

Role of Schools of Education and teacher
preparation programs.

How do these programs contribute to the
maintenance or transformation of gender
oppression?

How do schools of education in which

the majority of the students who apply,
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enroll and

complete their degrees are women,

reinforce

inequity in education and what are the necessary
steps for Schools of Education to take in order to
overcome inequity in education?

In addition,

connection between schools of education,

the

their

curriculum,

recruitment policies,

ideals of the

profession,

and the whole social context in which

the organization of work and the position of women
in the work force plays an important role is an
area for future research.

Issues in qualitative Research
Finally,
research.

some words are needed about qualitative

Qualitative research emerged as a form of

breaking with certain dichotomies such as subject and
object,
world,

science and art,
among others.

the social world and the natural

It is serious and committed research.

This study was conducted as an approach to understand the
lives and experiences of teachers.

It was conducted with a

commitment to teachers and students and a profound respect
for their work.
education.

I am also committed to gender equity in

I adopted a phenomenological approach with a

minimum structure of three in-depth interviews.

In the

interview process and in dealing with the material I
confronted several conflicts.
fair to the teachers and,

To what extent was I being

at the same time,
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to my

understanding of issues of gender equity?

To what extent

was I in the "understanding mood" or the "evaluative mood"?
To what extent was I fair to the words of the participants,
particularly when I was translating their words?
some of the questions with which I struggled.

These were

These

struggles emerged more clearly when I was interviewing
teachers and they made statements rejecting feminism,
lesbian and gay people.

Avoidance of some of these topics,

while at the same time understanding the need to make them
an integral part of the research, was experienced in my own
process.

I felt that during the interviews the topics of

abortion rights and sexual preferences were not discussed as
openly as other topics such as equal educational and work
opportunities.
preferences,

Some participants discussed sexual

in spite of the fact that I did not pursue this

topic in the interviews.

Just one of them talked about

abortion and stated that she felt that women had the right
to have an abortion if it was their decision to do so.

My

multiple roles as researcher and director of a project in
which several institutions participated helped me to be
thoughtful about the issues with which I was dealing.

My

understanding of the lack of neutrality in research helped
me to struggle with the above mentioned issues.

By placing

myself in a non-neutral position and trying to understand my
own subjective process I was able to allow my own process to
guide the research.

This means that while I did not need to
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be in the "evaluative mood",

I needed to understand the

profound implication of doing non-neutral research and that
it is precisely that understanding that could make me more
respectful to teachers' words,

perceptions,

meanings and

feelings.
The minimal structure of the interview process in which
three basic questions were asked initially prevented me from
asking other questions that were important in understanding
the experiences of teachers.
interviewing,

During the process of

I discovered certain areas of discussion that

emerged in the first set of interviews and were
intentionally addressed in the last set of interviews.

This

experience enabled me to continue the topics of research
addressed during this study.

Through the understanding of

some of the issues and the need for change,

I became even

more committed to research and action on gender and
education.
One of the biggest problems in qualitative research is
the data analysis process.

Some epistemological questions

connected with the data analysis and qualitative research
are important to address.

There is a need to use a

systematic approach in the process of data analysis.
Pursuing that need,

I spent a considerable amount of time in

developing a system to organize the material.
Miles and Humberman

(1983)

I adapted

system of matrix and memos that

enabled me to organize the material and make meaning of it.
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There was a temptation to count excerpts and look for
patterns.

In addition,

I had mixed feelings about the

categorization process.

Whether labeling the excerpts was

another form of totalizing reality or not was constantly on
my mind.

The need to look for patterns made me think twice

about fairness to the words of participants and the need to
include different voices.

The flexibility needed in the

process of organization of the material and the
understanding of the multiple angles of reality contributed
to my understanding of research as a form of science and
art.

Up to this point,

I still work with the dualism of art

and science as different ways of understanding that are
closely connected.

This exemplifies the fact that there are

still epistemological issues that need to be solved.
for the time when dualism is over.

I hope

Probably that will

happen when we start to do experiments with the spirit.
that process,

the experiment will change its nature as well

as the spirit.
Finally,

In

I am positive that this research and the

experience in the Project will contribute to the ultimate
goal for which it was conceived:
equitable education.
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APPENDIX A
WRITTEN CONSENT FORM
EXPERIENCES OF PUERTO RICAN TEACHERS IN THE
INTEGRATION OF GENDER EQUITY INTO THE CURRICULUM:
A STUDY THROUGH IN-DEPTH INTERVIEWS
My name is Loida M. Martinez.
I am a Doctoral student
in the Cultural Diversity and Curriculum Reform Program at
the School of Education, University of Massachusetts at
Amherst and part of the staff of the Commission for Women's
Affairs one of the three institutions that is sponsoring the
Model Project for Educational Equity in which you are
enrolled.
I have been doing research on the integration of
gender issues in education.
I am particularly interested in
the experiences of Puerto Rican teachers while integrating
gender issues in their educational practices and the
curriculum.
Currently, I am in the process of conducting in-depth
interviews with teachers who are participating in this
Project.
These interviews are part of the dissertation
which is one of the requirements for completing the Doctoral
degree.
The interviews will also be part of the
documentation of the Project that the Commission for Women's
Affairs started at your school in February of 1990.
The
dissertation will be evaluated by a committee chaired by
Professor Sonia Nieto from the Cultural Diversity and
Curriculum Reform Program in the School of Education at the
University of Massachusetts.
The documentation acquired
from these interviews will be part of the final report of
the Project that will be shared with people interested in
the Project.
The purpose of this study is to explore and
document the experiences of the teachers participating in
the Model Project for Educational Equity in integrating
gender educational equity to the curriculum.
You are being asked to be a participant in this study.
I will conduct three one and a half (1 \) hour in-depth
interviews with you.
The first interview will center around
the question of how you came to be a participant in the
Project whose main goal is to integrate gender educational
equity into the curriculum.
The second interview will focus
on what is it like to be a teacher who is participating in
the Model Project for Educational Equity.
The last
interview will focus on the meaning of that experience for
you.
These three questions will help to structure the
interviews.

Written Consent Form
Experiences of Puerto Rican Teachers
Page 2
The purpose is not to find an answer to these
questions, but to initiate a discussion of your stories and
to recreate your experience.
The interviews will be conducted in the language that
you prefer (Spanish or English) and will be audio-taped.
I
will transcribe them and translate the parts of the
interviews that I will use for the final report.
Materials
from these interviews will be used for:
1.

presentation to groups interested in the
topic;

2.

dissertation of the interviewer;

3.

proposals for teacher training and curriculum
development;

4.

final report of the Model Project for
Educational Equity;

5.

publications.

Since the Model Project for Educational Equity that has
been implemented in your school is unique in Puerto Rico and
has been made public, it is difficult to protect the
identity of the people who are participating in these
interviews.
However, in all written materials and oral
presentations in which I may use materials from your
interviews, I will use neither your name or names of people
close to you.
I will, instead, use a pseudonym that you
suggest.
Transcripts will be typed with initials for your
name and the pseudonym that you suggest.
While consenting at this time to participate in the
interviews you may at any time withdraw from the actual
interview process.
While having consented to participate in
the interview process and having so done, you may withdraw
your consent to have specific excerpts from your interview
used in any written materials or oral presentations if you
notify me within two days after each one of the interviews.
In signing this form you are agreeing to the use of the
materials from your interviews as indicated previously.
If
I were to want to use the materials from your interviews in
any way not consistent with what is stated here, I would
contact you to get your additional written consent.
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Written Consent Form
Experiences of Puerto Rican Teachers
Page 3
In signing this form you are also assuring that you
will make no financial claim on me for the use of the
material in your interview.
Finally, in signing this your are thus stating that no
medical treatment will be required by you from the
University of Massachusetts, the Commission for Women's
Affairs or any other institution to which I am related
should any physical injury result from participating in
these interviews.

I, _ have read the above statement
and agree to participate as an interviewee under the
conditions stated above.

_
Signature of participant
Date:

Interviewer
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FORMULARIO DE CONSENTIMIENTO ESCRITO
EXPERIENCIAS DE MAESTRAS PUERTORRIQUENAS EN LA
INTEGRACION DE EQUIDAD POR GENERO AL CURRICULO
UN ESTUDIO A TRAVES DE ENTREVISTAS A PROFUNDIDAD
Mi nombre es Loida M. Martinez.
Soy estudiante
doctoral en el Programa de Diversidad Cultural y Reforma
Curricular de la Facultad de Educacion de la Universidad de
Massachusetts en Amherst.
Soy ademas parte del personal de
la Comision para los Asuntos de la Mujer, una de las tres
instituciones que auspicia el Proyecto Modelo de Equidad
Educativa en el que usted esta participando.
He estado
haciendo investigaciones sobre la integracion del genero a
la educacion.
Estoy interesada en la experiencia de
maestras/os puertorriquenas\os al integrar asuntos del
genero en sus practicas educativas y en el curriculo.
En estos momentos estoy en el proceso de llevar a cabo
entrevistas a profundidad con las maestras que estan
participando en el Proyecto Modelo de Equidad Educativa.
Estas entrevistas son parte de mi disertacion, uno de los
requisitos para completar el grado doctoral.
Las
entrevistas tambien seran parte de la documentacion del
Proyecto que la Comision para los Asuntos de la Mujer inicio
en su escuela en febrero de 1990.
La disertacion sera
evaluada por un comite dirigido por la profesora Sonia Nieto
del Programa de Diversidad Cultural y Reforma Educativa de
la Facultad de Educacion de la Universidad de Massachusetts.
La documentacion que se obtenga de estas entrevistas sera
parte del informe final del Proyecto que se compartira con
personas interesadas en el mismo.
El proposito de este
estudio es explorar y documentar la experiencia de las
maestras que estan participando en el Proyecto Modelo de
Equidad Educativa en la integracion de equidad por genero al
curriculo.
Quiero solicitarle que sea participante en este
estudio.
Llevare a cabo tres entrevistas a profundidad con
una duracion de hora y media (1 h) cada una.
La primera
entrevista girara en torno a como llego a ser participante
en el Proyecto Modelo de Equidad Educativa cuyo objetivo es
integrar la equidad por genero al curriculo.
La segunda
entrevista concentrara en la descripcion de la experiencia
que esta llevando a cabo como participante del Proyecto
Modelo de Equidad Educativa.
La ultima entrevista sera en
torno al significado de esa experiencia para usted. Estas
tres preguntas ayudaran a estructurar las entrevistas.
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Formulario de Consentimiento Escrito
Experiencias de maestras puertorriquenas
Pagina 2
El proposito no es encontrar respuestas a estas
preguntas, sino iniciar una discusion de sus historias y
recrear su experiencia.
Las entrevistas se conduciran en el idioma que prefiera
(ingles o espanol) y seran grabadas.
Luego se transcribiran
y se traduciran las partes que se utilizaran para los
informes finales.
El material de estas entrevistas sera
utilizado para:
1.

presentaciones a grupos
tema;

interesados en el

2.

disertacion de la entrevistadora;

3.

propuestas para adiestramiento de maestras y
desarrollo curricular?

4.

informe final del Proyecto Modelo de Equidad
Educativa;

5.

publicaciones.

Dado el hecho de que el Proyecto Modelo de Equidad
Educativa que se lleva a cabo en esta escuela es unico en
Puerto Rico y ha sido anunciado publicamente, resulta
dificil proteger la identidad de las personas que participan
en estas entrevistas.
Sin embargo, en todo el material
escrito o presentaciones orales en que utilice material de
sus entrevistas, no usare su nombre o el nombre de personas
cercanas a usted.
En su lugar se usara el seudonimo que
usted sugiera.
En las transcripciones se utilizaran sus
iniciales por su nombre con el seudonimo que usted haya
sugerido.
A1 consentir participar en estas entrevistas puede en
cualquier momento salirse del estudio.
Tambien puede
decidir que partes de su entrevista sean excluidas de
presentaciones orales o escritas previa notificacion de dos
dias despues de la entrevista.
A1 firmar este formulario esta consintiendo que se
utilicen las entrevistas con los propositos antes senalados.
Si yo necesitara usar el material de las entrevistas de
forma distinta a la senalada en este documento me comunicare
con usted para un consentimiento escrito adicional.
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Formulario de Consentimiento Escrito
Experiencias de maestras puertorriquenas
Pagina 3
A1 firmar este formulario consiente, ademas, que no
hara ningun reclamo financiero por el uso del material de
sus entrevistas.
Finalmente, al firmar este documento consiente que no
hara ningun reclamo por tratamiento medico a la Universidad
de Massachusetts o a la Comision para los Asuntos de la
Mujer u otra entidad a la que yo este afiliada si tuviera un
accidente durante el transcurso de la entrevista.
Yo,

_ he leido este documento y

estoy de acuerdo en participar de las entrevistas bajo las
condiciones aqui establecidas.
Firma de la participante
Fecha:

Firma de la entrevistadora
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APPENDIX B
DATA REDUCTION BY INTERVIEW
INTERVIEW I
Participant

Margarita*
Lilly
Adel a
Sara
Madeline
Amaya
Elizabeth
Dora
Patricia
Betsy
Sofia

Total

Original

Extract

Pages
Reduced

Percent
Used

55
49
27
35
36
59
62
61
61
44
43

16
17
9
14
17
15
18
18
17
14
9

-39
-32
-18
-21
-19
-44
-44
-43
-44
-30
-34

29%
35%
33%
40%
47%
25%
29%
30%
28%
32%

532

164

-368

31%

21%

INTERVIEW II
Participant

Margarita
Lilly
Adel a
Sara
Madeline
Amaya
Elizabeth
Dora
Patricia
Betsy
Sofia

Total

*Names
identity.

Original

Extract

Pages
Reduced

Percent
Used

51
50
36
45
31
56
37
44
30
46
52

21
14
15
14
12
14
15
17
8
18
16

-30
-36
-21
-31
-19
-42
-22
-27
-22
-28
-36

41%
28%
42%
31%
39%
25%
41%
39%
27%
39%
31%

478

164

-314

34%

have

been

changed
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(CONT.)

INTERVIEW III
Participant

Original

Extract

Pages
Reduced

Percent
Used

31
38
43
43
31
49
46
41

18
12
18
19
12
14
18
14

-13
-26
-25
-24
-19
-35
-28
-27

—

—

—

36
46

18
13

-18
-33

58%
32%
42%
44%
39%
29%
39%
34%
—
50%
28%

Total

404

156

-248

39%

TOTAL

1414

484

-930

34%

Margarita
Lilly
Adel a
Sara
Madeline
Amaya
Elizabeth
Dora
Patricia
Betsy
Sofia
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APPENDIX C
DATA REDUCTION BY PARTICIPANT
PARTICIPANT Margarita
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

Pages
Reduced

Percent
Used

55
51
31

16
21
18

-39
-30
-13

29%
41%
58%

137

55

-82

40%

Pages
Reduced

Percent
Used

PARTICIPANT Lilly
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

49
50
38

17
14
12

-32
-36
-26

35%
28%
32%

137

43

-94

31%

Pages
Reduced

Percent
Used

PARTICIPANT Adela
Interview

Interview I
Interview II
Interview III

Total

Original

Extract A

27
36
43

9
15
18

-18
-21
-25

33%
42%
42%

106

42

-64

40%

Pages
Reduced

Percent
Used

PARTICIPANT Sara
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

35
45
43

14
14
19

-21
-31
-24

40%
31%
44%

123

47

-76

38%
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(CONT.)

PARTICIPANT Madeline
Interview

Original

Extract

Pages
Reduced

Percent
Used

Interview I
Interview II
Interview III

36
31
31

17
12
12

-19
-19
-19

47%
39%
39%

Total

98

41

-57

42%

Pages
Reduced

Percent
Used

PARTICIPANT Amaya
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

59
56
49

15
14
14

-44
-42
-35

25%
25%
29%

164

43

-121

26%

PARTICIPANT Elizabeth
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

Pages
Reduced

Percent
Used

62
37
46

18
15
18

-44
-22
-28

29%
41%
39%

145

51

-94

35%

Pages
Reduced

Percent
Used

PARTICIPANT Dora
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

61
44
41

18
17
14

-43
-27
-27

30%
39%
34%

146

49

-97

34%
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PARTICIPANT Patricia
Interview

Original

Extract

Pages
Reduced

Percent
Used

Interview I
Interview II

61
30

17
8

-44
-22

28%
27%

Total

91

25

-66

26%

Pages
Reduced

Percent
Used

PARTICIPANT Betsy
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

44
46
36

14
18
18

-30
-28
-18

32%
39%
50%

12 6

50

-76

40%

Pages
Reduced

Percent
Used

PARTICIPANT Sofia
Interview

Interview I
Interview II
Interview III

Total

Original

Extract

43
52
46

9
16
13

-34
-36
-33

21%
31%
28%

141

38

-103

27%
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APPENDIX D
NUMBERS OF EXCERPTS BY CATEGORIES AND PARTICIPANTS
Category

Participant
A

B

C

D

E

F

G

H

I

J

K

T

1.

School

6

1

0

5

1

0

0

0

0

1

0

14

2.

Percep.
Femin.

6

0

3

0

1

0

8

0

0

0

0

18

3.

Interv.
Process

1

2

1

2

2

2

2

0

1

1

2

16

4.

Ident.
Sexism

5

2

8

7

4

5

5

4

5

0

17

62

5.

Currie.
Integ.

5

2

8

5

6

13

15

3

19

4

9

89

6.

Climate

6

5

4

5

7

4

5

6

23

8

7

80

7.

Iss.
Sex
Pref.

4

7

13

2

1

0

1

0

0

8

0

36

8.

Impact
Stud.

1

8

7

6

7

6

9

3

8

5

9

69

9.

Con.
Iss.
Opp.

0

0

1

1

1

0

0

22

3

6

20

54

10.Integ.
Equity

6

12

17

9

14

10

26

7

30

18

30

179

11.Mother,
Teacher
& 9

3

10

1

3

3

0

0

0

0

7

1

28

12.Bee. &
Bei.
Teach.

7

0

0

3

6

2

2

2

6

4

2

34

13.Cone.

5

7

8

5

12

4

10

10

10

8

10

89

14.Proj.
Act.

1

8

2

8

8

0

4

2

5

2

8

48

15.Schoo.

1

7

1

1

8

8

7

16

6

5

13

53
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Category

(CONT.)

Participant
A

B

C

D

E

F

G

H

I

J

0

0

7

1

2

0

0

0

0

2

1

13

16

8

6

3

10

7

11

1

1

8

3

74

18.Short
Sto.
Shep.

3

1

0

1

3

1

2

0

0

0

1

12

19.Collab.

0

0

1

0

4

0

1

0

1

0

1

8

20.Court.
Marr.

5

6

0

0

1

2

8

12

17

7

21.Educ.
Reform

2

3

2

4

2

2

5

0

2

1

2

25

22.Stud.'s
Disc.

0

0

0

3

3

0

0

0

2

2

0

10

23.Rear.
Proc.

4

11

15

6

7

7

9

34

15

24

16

24.Impa.
Other
Teach.

2

3

4

0

12

3

0

0

0

1

0

25

25.Univ.
Exp.

3

0

10

1

0

3

0

0

0

0

0

17

2 6.Exp.
Sex
Disc.

0

3

0

0

10

12

0

2

0

2

0

29

27.Relig.

4

0

0

0

1

0

1

0

0

4

0

10

28.Concept 21
of 9

0

1

3

0

0

0

0

0

0

4

29

29.Per.,
Proc.
Change

9

12

8

9

12

7

4

0

6

7

2

76

30.Future

0

6

2

0

2

1

2

0

0

4

2

19

16.9's Ac.
Dev.
17.Reacc.
Pro j .
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K

T

2

78

148
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Category

(CONT.)

Participant
A

B

C

D

E

F

G

H

I

J

31.Teach.
Prof.

0

1

1

6

0

1

0

0

0

0

0

9

32.Teach.
Proc.

0

0

1

17

0

0

0

0

0

0

1

19

33.Resp. 9
Change

1

0

0

0

3

0

1

0

0

4

0

9

34.Impa.
Fam.

3

0

0

4

0

1

5

3

7

0

1

24

35.Educ.
Rural
Cont.

0

0

0

0

0

0

3

0

1

0

0

4

36.Exper.
Innov.
Proj .

0

0

0

0

0

0

5

0

0

0

0

5

37.Resp.
Teach.
Change

1

0

0

0

1

0

3

0

0

0

1

6

38.Exper.
Ntrad.
Roles

0

0

0

0

0

0

0

1

3

0

0

4

39.Sign.
Pro j .

5

14

0

3

9

3

2

6

9

5

6

62

40.Cone.
Family

0

0

0

0

0

0

0

0

4

3

0

7

41.Sex,
Abort.
Preg.

0

0

0

0

0

0

0

0

0

9

1

10

42.Sex ed.

3

0

4

0

0

0

0

0

0

0

0

7

43.Studs.'
Famil.

0

1

0

1

3

1

0

0

0

1

0

7

TOTAL
Note:

K

T

139 140 136 124 166 105 156 134 184 161 190 163
See Appendix E for definitions.
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APPENDIX E
DEFINITION OF CATEGORIES

1.

School - comments made by the participants about the
school; they are helpful to provide information on the
educational context in which the study is framed? it
can also provide insights into curricular issues.

2.

Percep. Femin. - (Perception of Feminism) - excerpts in
which participants discuss their views on feminism and
the feminist movement as it relates to the Project and
the work they are doing.

3.

Interv. Process - (Interview Process) - comments made
by participants about the interview process; it is
interesting to provide insights about the
methodological approach.

4.

Ident. Sexism - (Identification of Sexism in
Instructional Material) - excerpts in which
participants talk about sexism that they have
identified in the instructional material for academic
subjects (science, social studies, Spanish, English,
mathematics, theatre).

5.

Currie. Integ. - (Curriculum and Curriculum
Integration) -these passages are about the concepts of
curriculum and curriculum integration; the meaning of
these concepts for the participants? it might be a
clear statement defining the concept or an overt manner
to deal with the concept.

6.

Climate - (Classroom Climate) - sexism identified by
participants in classroom and school climate? also the
strategies that they use to overcome sexism in
classroom climate.

7.

Iss. Sex. Pref. - (Issues of Sexual Preferences) comments made by participants about gay and lesbian
people, feelings about homosexuality and lesbianism,
discussions about homosexuality and lesbianism in the
context of education.

8.

Impact Stud. - (Impact to Students) - excerpts in which
teachers talk about their students and how the Project
has impacted them? students' reaction toward equity and
gender issues.
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9.

Conn. Iss Opp. - (Connection with Issues of Oppression)
-connection made by participants with other issues of
oppression particularly race and class oppression.

10.

Integ. Equity - (Integration of Gender Equity into the
Curriculum) - process of integration, strategies,
activities, topics that they have integrated into the
curriculum, discussion about them.

11.

Mother, Teacher & 9 - (Mother, Teacher and Women) discussion about the connection of two or three of
these concepts.

12.

Bee. & Bei. Teach. - (Becoming and Being a Teacher) discus-sions about how did they come to be teachers;
in-service and pre-service training.

13.

Cone. - (Concepts) - discussion of concepts related to
gender educational equity such as; discrimination,
stereotypes, linguistic bias, segregation, equity,
equality, etc.
The meaning of those concepts for the
participants.

14.

Proj. Act. - (Project Activities) - discussion of the
impact of educational activities held in the project
(seminars, workshops); the use they have made of the
topics discussed in these activities.

15.

Schoo. - (Schooling) - schooling process of project
participants, experiences when they were school
children.

16.

9's Ac. Dev. - (Women's Academic Development) discussion about the stress they have put into
education, effort made by women in their education.

17.

Reacc. Proj. - (Reaction to the Project) - discussion
about the Project, resistance, acceptance, conflicts.

18.

Short Sto. Shep. - (Short Story 'The Little
Shepperdess') - comments made by teachers about the
impact of the Commission's analysis of the short story
'Little Shepherdess'.
Disagreement, tolerance,
acceptance, conflicts.

19.

Collab. - (Collaboration) - discussion about the
collaborative process in which three institutions have
been involved;
Commission for Women's Affairs,
Department of Education, School of Education of the
University of Puerto Rico.
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20

Court. Marr. - (Courtship and Marriage Relationships) experiences with husbands, boyfriends; courtship
process, relationships with their partners previous to
their participation in the Project.

21.

Educ. Reform - (Educational Reform) - discussion about
the reform movement in Puerto Rico, teachers's
participation in the process of approval of the Law,
meanings about reform for the participants.

22.

Stud.'s Disc. - (Students' Discipline) - management of
students' discipline as it relates to gender issues,
change in the management of students' discipline,
difficulties.

23.

Rear. Proc. - (Rearing Process) - rearing process of
participants, parents roles, games, activities they
used to do, siblings, etc.

24.

Impa. Other Teach. - (Impact to other Teachers) discussion about the impact of the Project in other
teachers that are not participating in the Project.

25.

Univ. Exp. - (University Experience) - excerpts on the
experiences participants had when they were studying at
the university or college.

26.

Exp. Sex. Disc. - (Experiences with Sex Discrimination)
-experiences that the participants have had, it could
be discrimination against them or people they know.

27.

Relig. - (Religion) - discussion on religious issues as
it relate to gender and equity.

28.

Concept of 9 - (Concept of Women)
women for the participant.

29.

Per., Proc. Change - (Perception and Process of Change)
-feelings about change, perception of things that have
changed in them, in the school, in the students with
their participation in the Project.
How do they view
change and a changing process.

30.

Future - how they see the future of the Project and
equity issues in education, what is the impact and
meaning of the Project in that process.

31.

Teach. Prof. - (Teaching Profession) - feelings about
being a teacher, teaching as a profession.
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- the meaning of

32.

Teach. Proc. - (Teaching Process) - the process of
teaching, the planning process for teaching, the
control over teaching that teachers feel they have.

33.

Resp. 9 Change - (Responsibility of Women in the
Process of Change) - comments made by participants
regarding this topic, feelings about the responsability
of women in the process of change.

34.

Impa. Fam. - (Impact of the Project in the Family) this refers to the participants' families, and how do
they view the roles of family members.

35.

Educ. Rural Cont. - (Education in Rural Context) some of the participants have taught or have studied in
rural context, experiences within that context.

36.

Exper. Innov. Proj. - (Experiences with Innovative
Projects) - previous experiences with innovative
projects that they have had.

37.

Resp. Teach. Change - (Responsibility of Teachers in
Change) -discussion about the responsability that they
feel teachers have in the process of change.

38.

Exper. Ntrad. Roles - (Experiences in Non-Traditional
Roles) -stories about non-traditional roles for women
that they have played in the past.

39.

Sign. Proj. - (Significance of the Project)
of the Project for the participants.

40.

Cone. Family - (Concept of Family)
their concept of family.

41.

Sex, Abort., Preg. - (Sexuality, Abortion and
Pregnancy) -discussion about these topics.

42.

Sex Ed. - (Sex Education) - discussion about the
importance of sex education for children, experiences
teaching sex education.

43.

Studs' Famil. - (Student's families) - impact of the
Project in the families of the students.
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APPENDIX G
EXAMPLE OF MEMO

Date:

March 6,

Category:

1992

Identification of sexism in Instructional

Material

Process:
Two tables were developed for this categoriy:
according to the identified sexism and the subject matter.
If the excerpt was counted separate in tha table of
Identified Sexism, but referred to the same topic (i.e.
certain short story, unit or illustration) it was counted
just once for this purpose.
Excerpts on this file were
labeled according to Gollnick categories on sex bias in
instructional material.
They do not represent participant's
evaluation or labelling of the sexism in the instructional
material.
It can not be used to determine whether the
participant grasp appropriate knowledge of the material
discussed in the Project.

Observations and Insights:
Excerpts are too diffuse.
They do not refer to
specific curriculum material that teachers evaluated.
In
addition, they do not labeled them.
I still need to work
with their process of identification of sexism. I see it in
two directions:
description of the process and explosion
process (capacity to see sexism everywhere).
Invisibility, stereotype and segregation are the forms
of sexism that participants identified more frequently.
It
is interesting that linguistic prejudice is not used so
frequently.
Unreality has twelve (relationship with their
rationale for changing curriculum - it does not correspond
to the reality of women in modern world).
Spanish, Social Studies and Science are the subject
areas where sexism is identified more often.
It could be
proportional to teachers and subject matters represented in
the Project.
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APPENDIX H
PARENTS ROLES AND ATTRIBUTES
Father

Mother
influenced their career
selection
responsible for schooling
of the children
active
gave permission to go out
strong in the house
strong personality
managed household budget
made decisions regarding
child care
worked for living while
responsible for house¬
hold chores
fearful
docile
housewife
submissive
sweet
solved problems
fighter
self sufficient
independent
leader
impulsive
assertive
mediator between father
and children
responsible for childrearing
established rules
assumed male and female
roles
role model
protected virginity and
reputation of girls
taught values

influenced their career
selection
responsible for schooling
of the children
active
gave permission to go out
strong personality
paid the bills
made the final decisions
responsible for household
chores
courageous (not afraid)
handyman
provider
"machista" (sexist)
authoritarian
imposing
aggressive (violent)
dominant and controlling
grumbler - grouch
strong voice
respectable
protector
by-the-book
military style
responsible
thinker
sentimental
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CLASSROOM CLIMATE

APPENDIX N
STRATEGIES FOR AN EQUITABLE CLASSROOM CLIMATE
1.

Avoidance of sex-typing classroom chores.
If students
are responsible for cleaning, both genders need to be
held responsible.
Awareness of gender issues in the
distribution of classroom chores such as:
erase blackboard
take care of the garbage
clean desks
organize desks and book shelves
clean up the room
sweep the floor
take care of plants and animals
close the windows
move and organize chairs

2.

Awareness of equity issues in student-student
interaction and the organization of the class:
awareness of gender issues in the
formation of study groups
mix sex in seating arrangements
mix sex in school lines when they move
from the classroom (if making lines is a
regular practice)
participation in classroom debates

3.

Awareness of sex typed activities.
Establish as a rule
the participation of both sex in classroom activities,
unless they are develop as an effort to promote
participation of one sex. Promote the participation of
girls in activities that have been usually done by boys
and viceversa such as:

-

-

-

drawing
aesthetical activities
technical work
dance
performances
writing in the blackboard
climbing ladders
leadership in classroom and school
organizations
games and sports
playing teachers' roles
mark and distribute papers
421

development of experiments
recording of data
making graphics and drawings for
classroom projects
active roles
4.

Awareness of language and expressions used with or by
the students:

-

-

Pay attention to students' sexist
comments
Pay attention to own's sexist remarks
Be critical to student's and self
behavior
Promote an environment of confidence and
respect
Be critical to aggressive beharior, but
do not include an element of guilt
Discourage insults, jokes, mockery, and
ofensive language in general and
addressed to one gender in particular
Avoid offensive and stereotypical
expressions such as: "girls don't do
this"; "seat like a girl"; "what do you
have in your behind"
Allow and be sensitive to expressions of
pain and hapiness of both genders

5.

Avoid stereotypical illustrations based on gender in
classroom ornaments.
Make sure that women are
represented in the illustrations posted around the
classroom.

6.

Awareness of own stereotypes in the evaluation of
students' academic work.
Establish equitable standards
for evaluation.

7.

Promote cooperative learning and be aware of sexist
issues that might come in cooperative learning
activities.

8.

Develop educational activities to counterbalance hidden
sexist messages in instructional material.
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